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A TWOYEAR COOPERATIVE RESEARCH PROJECT (1965-1967) WAS

CONDUCTED TO SYNTHESIZE THE BODY OF AVAILABLE EMPIRICAL

KNOWLEDGE RELATED TO EDUCATIONAL PRACTICE IN A MANNER TYPICAL

OF SCIENTIFIC THEORY CONSTRUCTION AND TO DEVELOP A DICTIONARY

OF OVER 600 COMMON EDUCATIONAL TERMS OPERATIONALLY DEFINED IN

AN APPENDED GLOSSARY. THE THREE MAIN PHASES OF THE STUDY

INCLUDED.-(1) OBTAINING EMPIRICAL PROPOSITIONS FROM REPORTS

OF OTHER STUDIES IN THE FIELD, (2) INDUCTIVELY GENERALIZING

THEORETICAL PROPOSITIONS FROM THESE EMPIRICAL STATEMENTS, AND

(3) FORMULATING HYPOTHETICAL PROPOSITIONS TO BE TESTED IN ONE

OR MORE ELEMENTARY SCHOOLS. BASIC TO THE STUDY WAS 7HE AXIOM

.THAT EDUCATIONAL PRACTICE EXISTS PRIMARILY TO ACHIEVE PUPIL

DEHAVIORS IN SIX DEPENDENT VARIABLE CATEGORIES -- KNOWLEDGE,

TOOLSKILLS, COGNITIVE DEVELOPMENT' SOCIALEMOTIONAL GROWTH,

ATTITUDES AND INTERESTS: AND SELFDIRECTION. INDEPENDENT

VARIABLES INCLUDED PUPIL VARIABLES; TEACHER VARIABLES",

ADMINISTRATION, SCHOOL ORGANIZATION, SCHOOL PLANT,

INSTRUCTIONAL METHODS, CURRICULUM, CLASSROOM ENVIRONMENT,

SPECIAL SERVICES, AND COMMUNITY FACTORS. FROM A REVIEW OF

PREVIOUSLY PUBLISHED STUDIES LISTED IN AN APPENDED

BIBLIOGRAPHY OF 1,007 ITEMS, AN EXTENSIVE TAXONOMY OF

FINDINGS WAS SUMMARIZED UNDER FOUR MAIN HEADINGS--(1) TEACHER

,CHARACTERISTICS, ROLES, AND BEHAVIORS, (2) CURRICULAR

MATERIALS AND METHODS, (3) SCHOOL ORGANIZATION, AND (4)

ADMINISTRATOR CHARACTERISTICS, ROLES, AND BEHAVIORS. FOR

TESTING AND FURTHER THEORY DEVELOPMENT AN OPERATIONS MODEL

FOR EDUCATIONAL PRACTICE WAS FORMULATED IN FOUR

DIMENSIONS--OPERATIONS, PERFORMERS OF OPERATIONS, INPUT

VARIABLES, AND PUPIL OUTCOMES. (JK)
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tical developments.

The vast scholarship, experience, and imaginative insight

which the consultants brought to bear on the study have affected

every area of it. Each of them, individually or in the poup session,

contributed new ideas, gare direction to the organization and olari-

!Jodi= of Wasting ones, and, without reserve, tried to make the

sturdy a better oneo. Any shortcomings in the use of these con.tribu-

tione lie in our own limitations. I wish to express my heartfelt

gratitude to everyone who contributed directly to the content of the

study and stimulated further thinking on the part of the project staff.
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INTRODUCTION

Purpose.

The major objective of this project no to develop a compre-

hensive theory of educational praotlim based on available empirical

evidence. Four outcomea constituted the specific objectives of the

project:

1. a scientific dictionary of selected operationally-

defined variables which could serve to bring

about greater agreement and standardization in

the use of educational terminology

2. a synthesized summary of a large portion of

findings in educational practice into a meaning-

ful taxonccny which could serve as a guide to

systematic and relevant research in education

3. a specification of the types of educational

practice that would be optimum for various

desired educational outcomes and rich could

serve as a rational basis for designing or

selecting educational programs to improve

education



4. an exemplary procedure for theory construotion

in education which could serve as a model for

other systematic theoretical developments in

the discipline.

&to...kW and back esithe

A theory of educational practice, at least in its early

;,cages, must be the product of cooperative effort between the theory-

oriented academician and the method-oriented educational practitioner.

Staff frac the Norwalk Public School System and from New York

University participated in such a cooperative venture for two years,

Septembers 1965 through June, 190, in conducting the current project.

Ai earlier cr.operative relationship between the two insti-

tutions: which began in 1963, produced several relevant outcomes and

provided the background for this project. First, six areas of educa-

tional outcomes, which had been identified in the earlier project as

socially and educationally desirable, constituted the general frame-

work for specifying dependent variables in die current project. The

six areas, to which frequent reference is made throughout this report,

may be stated as follows in terms of general pupil outcomes:

1. recall, recognition and retention of facts,

theories, concepts( inciples



2. demonstration of broad toolmaking such as

reading, writing, oral communication and com-

puting; demonstration of specific tool-skills

such as correct use of microscope, slide -rule,

protractor, projector, cameras) and others

30 utilization of cognitive functions such as in-

ductive reasoning, analysis, synthesis, diver-

gent reasoning, analysis, synthesis, divergent

production, convergent production, imagination

and novel pmluction, critical judgment and

evaluation, approximation, classification,

association, transformation, analogy, and com-

parison in both acquiring and applying know-

ledge to new situations

4. demonstration of interest in a variety of topics

and areas

5. self-instruction and self-evaluation in accor-

dance with personal objectives and enviromental

expectations and demands

6. demonstration of social effectiveness in inter-

personal relations and emotional stability under

normal and abnormal conditions of stress.

Second, the Norwalk Public School System felt committed to

the development of methods and practices which would heavily emphasize

-3-



the third area indicated above; that is, the utilization of cogni-

tive functions. Leaders in the system thought it desirable to es-

tablish a demonstration school with this emp6sie, but recognized

the reed for a better theoretical, basis on which to develop such

a school.

Third, during the earlier study, the prinoipal investigator of

the current project assisted the school gystem in formulating methods,

in training teachers and administrators to utilise the cognitive

functions in modifying curricula: and in evaluating the project through

field experiment. Thus, from the beginning, the staff of the current

projeot shared the objectives of the study and a common scientific

language.

To the extent that the earlier project furnished the general

framework for this study and involved some of the same leadership and

staff, this study may be construed to be the continuation of the pre-

vious cooperative relationship,

-4-
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GENERAL TASK FOR THE PROJECT

E....HdaawbjagLIESLAJ2kLAellheroeotwesl.w.Ea..._....galdtg.

Education as a discipline has not been regarded as a science.

Even though it may have a body of knowledge and a technology of its

own which characterize it as a diaoipline, the lack of systematic

compilation in this body of knowledge has raised a question as to

whether it may be called a science. Upholding of canons of scienti-

fic verifiability through replication is not widely observable in

education.

The level of theorizing in education has reflected this lack

of scientific emphasis. Most of the educational theories have been

of a pk.losophical rather than a scientific type. They have been

composed of sets of beliefs and assumptions reflecting the theorist's

value system and past experience, rather than generalizations induc-

tively abstracted from empirical findings.

Scientific theories, as opposed to philosophical ones, con-

sist of a dictionary and three types of verbal statement: (1) em-

pirical propositions which are statements of fact, (2) theoretical

propositions which are generalized statements of funotional relations

among variables, and (3) hypothetical propositions which are statements

predicting further observable relations. Scientific theorizing is

5-
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invariably an attempt to overcome the local limitations of available

empirical evidence and to generalize beyond it.

The status of empirical evidence in education also has re-

fleeted the lack of soientific emphasibo Many studios concerning

educatioual practice characteristically have lacked the operational

definition of variables as well as their systematic control or manip-

ulation.

When studies dealing with the same variable, such as flexible

grouping, have been conducted by many professionals in different set-

tings, they have lacked consistency in the use of terminology; that

is, flexible grouping has meant different things to different inves-

tigators. let, researchers and practitioners are no longer satisfied

with 'Abbas or global descriptions of educational terms such as

"flexible grouping" or "individualized, instruction". Only if the dis-

cipline la equippad with a common working language, defined opera-

tionally, will it move toward becomilig a science which can offer both

explanations and predictions concerning the complex process of education.

Further, the many studies dealing with the same variables

in different settings have lacked coordination which could yield data

complementing one another. For example, factors resulting from flex-

ible grouping in one situation maybe different from those in another;

and the coordination of the two might yield more information than

the two conducted independently of one another. ihe synthesis of

information which can be pre-planned to yield maximum data with

-6-



reliability would help provide education with an integrated body of

knowledge. At present, educators who turn to resew)) data find

few guidelizas. They are faced with a morass of inconsistent re-

search findings. They lack a method for organizing data and clasei

Lying relevant factors. At best, stated taxonomies have been devello

oped but fail to generate testable lootheses. Taxonomies=tea which are

heuristic must be developed to provide an integrated body of know-

ledge in educational practice. This body of knowledge might serve es

the basis for theorizing and for rational decision-making with regard

to educational practice, innovation, research, and development.

Variables have often been studied to determine the effect of

one on the other or the relationship among a very few. Furthermore,

in educational practice, the variables studied are usually tech-

niques. Scientific theory directs attention to processes and relation-

ships among variables rather than to individual techniques. For

example, it is not sufficient to 'mow that in sane oases democratic

method of instruction produced higher pupil achievement. Scientific

theorizing would require, at least, the specification of the situa-

tional and personal variables which interact with the teaching method

to produce the effect. This kind of interrelated approach to speci-

fying independent variables in educational practice which produce the

pupil outcomes dm not currently exist.

In sort, even when variables have been extensively studied

and some classification systems have been developed, the lack of



scientific emphasis has produced chaos rather than a systematically

synthesized body of knowledge to guide further research and testing,

and to make possible explanation and prediction. This project

represents a concerted effort to develop at least a liated diction-

ary of operationally- defined coma language, and to synthesize the

body of knowledge related to educational practice in a manner typical

of soientifio theory construction. It has been an attemt to:

(1) obtain empirical propositions from data available in the field,

(2) inductively generalize theoretical propositions from these em-

pirical statements, and (3) formulate see hypothetical propositions

in the form of models to be tested out in one or more elementary

schools.

-8-



This approach is presented in the triangular yawns* below.

(ABSTRACT THEORE'rICAL LE M)

Theoretical propositions of functional
interrelations among all educational

variables and objectives

(Eapirical Propositions)
Statements of relations

among variables

/7
Identification of operationally
defined variables in educational

practice

(Wpothetical Propositions)
Predicting optimum conditions
that lead to desired outcomes

(CONCRETE OPERATIONAL LEVEL)

Systematic testing
of propositions in

the field
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The task involved several etepa.

First, the boundaries for the type and amount of knowledge

to be covered in the project had to be deteranad. This implied the

establishment of criteria for the selection of educational projects

to be included in the review and summary.

Second) operationally- defined variables relevant to educe- t,

tional practice and to the six areas of pupil outcomes had to be

identifiedo

Thirds statements of the relations among the variables had

to be evaluated and notarized into empirical propositions.

Fourths a shift had to take place :ran the Galilean style of

empirically-based theory construction to a mathematical, abstraot-

type of deductive approach in the triangle in the schema above. Thin

shift would occur in changing from the taxonomy emerging fras the in-

ductive generalization to a taxonomy deemod better suited for deduc-

tive hypothesis formation.

Fifths procedures and guidelines had to be specified by which

a school system could test a given hypothetical propositions.

In developing the theory, the project staff accepted one main

axioms that educational practice exifitg primarily to achieve pupil

behaviors in six areas proc*iously listed. All efforts in theory con-

struction were directed toward discovertag the interrelations among

variables constituting educational practice and to theorizing about

the optimum relations between those interrelated variables on the one

hands and the outcome variables on the other.



PROCEDURE

Plening period,

The project was granted funds for a planning period from

October 1965 to February 1966. During this period, staff for the

project were recruited and come time was spent orienting the new

staff to the educational objectives axiomatic to the project, as

weU as to the project objectives. Also, preliminary contacts were

made with various sources to obtain information about educational

projects relevant to the study.

Selection of criteria for studies to be reviewed.

Initially, three criteria were established to select studies

for inclusion in the research: (1) the study to be reviewed should

be related to educational practice, particularly within a school

setting; (2) it should be either an on -going project or one completed

within approxirately the last ten years; and (3) it should ccntain

operationally-defined independent variables anal operaticaally-defined

objectives.

practice, the first two criteria were modified to extend

the tine limit and to include some studies not conducted in the school

setting. This made possible the inclusion of certain classic studies,
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such as Rpm! work on teacher characteristics, which have had cone

eiderable influence in shaping later projects and to which frequent

reference is made in the literature.

The third criterion was adhered to rather atrictly. The

only deviation was the inclusion of studies which themselves did

not specify operational definitions, but in which the operations were

discernible and able to be specified by the project staff.

Relations between operationally-defined variables were ab-

stracted without critical evaluation of their reliability, accuracy,

and plausibility on the part of the project staff. The reviewer

noted only whether a relationship was stated but untested, or whether

it had been found to exLat through research. It was assumed that

all found relations had root the canons of scientific investigation

and no judgments were made about the verifiability of the findings.

Sources for deters pro ects obtaining informations

Many sources were utilized to identify projects to be re-

viewed. Through questionnaires and personal contacts many indivi-

duals were approached. Local administrators and department heads,

university personnel, experts in the field of education, and the

Comiesioner of Education in every state, were asked to contribute

the names of studies or persons involved in projects. Questionnaires

of overal types were used, both to request names of individuals to

contact and to elicit specific data on projects already identified.

-12-



Sources such as Gage's Handbook of Research on Teaching., the

FoonLgeauf Educational 4struat, 21.9., Dissertation Abstract

the reports of the Architectural Research Laboratory, and Office of

Education reports, and other works which review and/or abstract

studies, were consulted.

Major producers of educational materials were requested to

identify the research studies on which their texts and other curri-

cular materials were based. A large collection of curricular ma-

terials was gathered and analyzed by the project staff,

Education and/or research organizations and their publica-

tions were scrutinized. The yearbooks of the National Society for

the Study of Education (NSSE) were examined. Conferences of such

groups as the American Educational Research Association (AERA),

Association fol. Supervision and Curriculum Development (ASCD), and

the Center for the Study of Instruction (CSI) were attended.

Publications which are devoted to reporting res_-.ech, such

as the Journal of Educational Research the Journal of Exj)erimentL1,

Itici .Jiona*.Land the Journal of Educational were very fruit-

ful of recent research. Within the various disciplines,

specific periodicals reporting studies were useful. Included in this

category were such publications as the Journal ofResearch in Readies

the Research tii...i....21Laatt3isal Arithmetic T....L...sq1c1,..,vedi the

Journal of_kasarcht..121.5122.321, and others.

-13-



The members of the research staff also visited ongoing pro -

jects such as the Individually Prescribed Instruction Program in

Pittsburgh, Suppeel computar-assisted project in California, the non-

graded Parkway School in New York, Nova Elementary School in Fort

Iauuerdale, and the arplus Science Program in Berkeley.

Individual consultations with leading educators and two out-

standing school architects served to confirm the value of sources

airoady used and to point out further areas where investigations

might prove worthwhile. These recommidatims ware fbllowed up and

such works as SER EnvironmentallWasalwere reviewed.

Reoordin and information storage.

As each study was analyzed, its variables were identified

operationally according to the terminology used in the study. A vari-

able was defined as any factor which could be manipulated, observed

or measured. Variable categories were established. The independent

variable categories were these: (1) pupil variables, (2) teacher

variables, (3) administration, (14) school organization, (5) school

plant, facilities and equipment, (6) method of instruction, (7) cur-

ricular materials and sequence, (8) classroom environment and climate,

(9) special services, (10) community variables and (ll) other. The

dependent variable categories were repreoented by the six areas of

pupil outcomes (knowleige, tool-skills, cognitive development, social-

emotional growth, attitudes and interests, and self-direction) plus a



miscellaneous category labeled 'not directly related to pupil outooftsito

After each variable in a project was identified, its relation-

ship to an operationally-defined outcome was determined. The relation

between the independent variable and the outcome was written on a

card and filed both under an outcome category and under an independent

variable category, with cross-referencing (see Appendix A for sample

cards). It became apparent in the course of the review that many

relations reported were of the correlational rather than the cause-

effect type. Bence, in storing and summarizing the relationesthese

differences were provided for.

each card, the source of the relation was indicated and

a designation was made as to whether the relationship had been found

or dated. Relations were defined as follows:

Group At Formally stated relations. These were stated in

the reports by authors or investigators but were

never tested or observed to exist.

Group Bs Found relations. These were not only stated but

found to exist through observation or testing.

The project staff spent the period from February 1966 to

February 1967 collecting the data and filing the variables and re-

latices into their appropriate caloegoviss. Many questions were raised

by all members of the staff as to whether some definitions were in fact

operational, and many hours were spent in discussion and search for

objectivity. As the project progressed, each staff member accepted



one of the following major areas as his area of concernt (1) tsaoher

behaviors, personal characteristics, attitudes, and roles; (2) ourri-

culum materials and method of instruction; (3) school organization;

and (l&) administrator behaviors, personal characteristics, attitudes,

and roles. This division of labor evolved partially as a function of

each marberts past experience and interest, and partially because of

the categories into which available data seemed to fall. Even though

members of the staff had designated areas of responsibility for cal-

looting data, in actual practice there was a great deal of overlap.

The next stage in the procedure involved the synthesis of all

the filed relations into a series of empirical propositions integrated

within an arbitrary taxonomy. This stage was charaoterizec by inforr

mation retrieval, summaryiand generalizations, and consisted of acti-

vities which followed several directions simultaneously.

First, the project staff simply counted the frequency of a

given type of relation. This was considered to be a rudimentary cr-

ganizatiow nt data which might suggest a category system for the

taxonogy of relaUans to be generalized. This preliminary orsanization

was presented to a number of consultants speoializing in the major

areas within which the reviews were conducted (see Appendix A for the

organizational relations). Ths consultants and project staff (acme-

times together and sometimes independently of one another) attempted

to summarize the data and further abstract some generalizations.



The aumaries of data which were coinpiled by the project staff

following consultations are reported in the section on results. These

stumariese however, do not constitute the empirical propositions which

were to be derived from the data. The empirical propositions, as well

as the theoretical and hypothetical ones, were expected to be develcped

with the group of consultants on the basis of the empirical data. The

development of the empirical propositions was to constitute the seocnd

major step in the inductive process. A very interesting phenomenal

occurred in this second step of wasking with the consultants, one

which probably should have been anticipated. Different groups of

individuals began to operate with different objectives in mind.

The project staff itself seemed to be ambivalent about the feasibility

of inductive generalization. Some thought that the generalizations

should be immediately applicable to practice in an actual school to be

designed. Others thought that a higher level .of generalization. was

still required prior to application to practice. Those who held the

former view essentially could not move out of the taxonomic organiza-

tion suggested by the categories within which the data had been col-

lected. Those who held the latter view searched for a new taxonomic

organization which in turn could integrate and interrelate the pro-

Liminary categories and provide the theoretical basis for deriving

hypothetical propositions.

The difficulties arising from this difference in approach

did not become clear until the consultants were brought together in

-17.



a working-conference. At this point the individual consultants contri-

buted enormously in two ways: (1) in summarizing the data within indi-

vidual categories, such as teacher behaviors and their effects on

pupil outcomes, and C2) in bringing about an awareness of both the

problems and feasibilities of testing hypothetical propositions in

the field.

The theoretical and hypothetical development was based not

only on the data but also on the points and suggestions offered by

consultants during both the individual and group sessions. Although

these points were often pulled out of context by the principal inves-

tigator, they have contributed to the formulations presented, in the

following discussion of results, as well as the discussions concerning

theorization and formulation of the hypothetical propositions. In the

course of the project, the step involving the statement of empirical

propositions had to be omitted for reasons explained later in the re-

port. Beyond this omission no changes were made in the procedure.



RESULTS

In this section the outcomes of the study are presented in

relation to the objectives previously listed.

The first anticipated outcome IMMO
rotortval

a aniantifia dictionary of

operationally-defined educational variables. A selected group of term

and their definitions are given in Appendix 2. Although several defi-

nitions were abstracted from the literature for many of these terms,

only the definition accepted by the projee'. staff as most clear and

consistent is given in the appendix. The terms are listed in alpha-

betical order. The phrasing of the variable definition is consistent

with its operations reported in a given, project which is identified

by the reference to the bibliography. The selected group represents

the terms for which clear, operational definitions would, be obtained

from the studies. Those that needed further interpretation and °Woos,

tive deliberation are not included in Appendix B. However, the re-

lations incorporating these variables have been utilized in the total

body of evidence presented in this report.

The second anticipated outcome is a synthesized smeary of

a large portion of findings in educational practice into a meaningfdl

taxonomy. All projects represented met the predetermined criteria for

selection. At least an equal number were examined which did not meet

these criteria and therefore, are not inoluded in the eummary. The

-19



bibliography presented at the end of the report includes all the

studies which were reviewed.

Individual relations between variables of educational practice

and educational outcomes were derived irom the sources reviewed. These

relations and their frequency of occurrence are reported in Appendix A.

These constituted the preliminary Bursary of the data collected. Fur-

ther summarization based on the findings was conducted in each of four

areass (1) teacher characteristics, roles, and beheviore; (2) curri-

cular materials and methods; (3) school organization; and (l&) adminis-

trator characteristics, roles and behaviors. Each of these is reported

in a eeprate section. The individual summaries are followed by a

general integration into a taxonomy which emerged from the categories

into which the data fell.

Schwa oreniamm.

Traditionally the elementary school classroom in the United

States has consisted of a self-contained unit in which cue professional

has been assigned the responsibility for instructing a number of pupils

(usually 25 to 35) of a given age for the total school program. During

the past ten years many assaults have been made on this practice;

educators have raised questions concerning both the efficiency and ef-

fectiveness of such a pattern of organization in an age of great tech-

nological growth and development. They state that with the inureaeing

accumulation and importance of knowledge, it is no longer possible for

-20-



the traditionally-trained elementary school teacher, to be capable of

teaching all subjects to all children with equal skill and effective-

ness.

Proponents of change have advocated modifications from the

one teacher per group for the entire curriculum to a variety in class

size, teacher specialization, teacher and student mobility, etc.

Cooperative teaching, team teaching, the dual progress plan, the non-

graded school, a continuous progress curriculum, the Joplin Plan, and

others, have been proposed as organizational structures and have been

implemented in varying degrees, with a variety of results. Paradoxi-

ca31,y, the advancing science of human growth and development indicates

that in this age of rapid technological progress it may be more impor-

tant for a child of elementary school age to have an intimate associa-

tion with an individual teacher who will be in a position to underathnd

him and to provide for his individual differences in ability, matura-

tion, and potential.

A large number of studies of school organization have pro-

posed to assess the relative value of the new programs, in an attempt

to prove their greater efficacy in promoting pupil achievement.

The anal_ysis conducted in this project of the specific fac-

tors which have been manipulated in each of the new organizational

patterns reveals the following major groups of vai abless

21-



I. glapolgamolpes including number of grips,

size of group, and type of grouping (achieve-

ment and/or ability groups, multi-age group-

ing, pupil teams, individual or independent

study)

II. EallaWurortEmsuch as block schedu-

ling, changing classes, modular or core

arrangements

III. Personnel utilization incorporating teacher

specialization and assignment, teacher co-

operation in planning and evaluation, the

number of teachers', and the employment of

auxiliary personnel (aides, paraprofes-

sionals, lay readers, etc.)

IV. General programs such as team teaching,

dual progress plans, ncrigraded schools, and

New York City! sMore Effective Schools Pro-

gram

qugagmpctices. ^he number of groups in which a and

is placed seems to have its greatest effect on social-emotional

development and pupil attitudes and interests since pupils come in

contact with more children and adults. At the primary level children
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who were placed in several groups tended to describe their teachers

as more punitive and less supportive. The slolearning child made

more affeotionate remarks about his home, room teacher than did the

average or above average °Mid. (2,3) The self-concept of primary

age children appeared to be enhanced by placement in several groups;

first and second grade youngsters of all ability levels predicted

that they would be successful in school the following year° (2,3)

Social contacts, as measured by the number of peers which six- and

Bevan-year-Olds were able to name, were significantly broader whim

children were placed in more than one group. (2,3,188)

Just as the "one teacher per self-contained classroom"

concept has been challenged by organizational innovations, so has

the idea of static class size. It is quite possible that the tradi-

tionally accepted norm of 20-30 children in a group may prove some-

what less effective or desirable than larger or smaller groups.

Appropriate class size may be considered a function of several fac-

tors, including the nature of the activity, the maturity and ability

of those being taught, and the competence of those doing the teaching.

(258,971)

The maximum size reconmended for discussion groups was

usually 12, more optimally 8. A group aim) of 5-8 has been sug-

gested as suitable for maximizing the number of possible interactions,

and creating the opportunity for any given individual to be successful

in relating to all others. (969,971)



Placement in groups of 5 to 12 was found to stimulate oral

participation by shy students, yet encouraged talkative students to

listen. Small group dieoueeicn led to consensus or change in 00106

senaus. Instruction in emall groups also facilitated learning in

tool skills and knowledge when instruction was conducted maixay by

the teacher. (2,41,91,116,319,120,128,200,201,240,282)

Teachers who worked with mall groups were observed to

change their behavior in ways which would have positive effects on

pupil outcomes: they changed from the lecture method to discussion,

observed their students at work, made remmendations concerning

special skills, abilities and needs of students. Teachers of smell

groups were also found to know more about their student& personal

history. (91,178,226)

Large groups have been defined as any number from 12 to WO.

azadreds of students may be grouped together for films, television,

dramatic presentations, and other passive activities. When interaction

was a goal, groups which were larger than twelve resulted in some

members becoming performers and others spectators. The implication

here was that a group of 35 might as well be 100 or more since each

youngster could not cope with the tremendous number and range of

reactions demanded of him. (969,971)

The major advantages of large group instruction have been

in more effective utilization of teacher time and more efficient use

of space and materials. Teachers have been freed for planning,



,*. , ;, 411,

preparation, or working with individuals or small groups. Large group

instruction for lecture or film presentation has resulted in: .(1)

more efficient scheduling of time and space and fewer duplication

expenditures for materials, (2) a greater production and use of audio-

visual materials and, (3) children's planning for themselves and pro-

curing neetAd materials independently. (139,183,184,185,186,187,188)

One may conclude from these findings that large group in-

atruotion is most effective when supplementary audio - visual techniques

are employed and/or when chile'an conduct independent study with or

without prescribed programs.

In an attempt to reduce the amount and range of heterogeneity,

pupils have often been placed in instructional groups based on achieve-

ment and/Or intelligence scores and teacher judgment. Studies of

homogeneous grouping from 1921 to the present failed to show consis-

tent, statistically or educationally significant differences between

the achievement of pupils so placed and that of students of equal

ability in heterogeneous groups. The results of ability grouping

seemed to depend chiefly on (1) the purposes behind the grouping,

(2) the degree U. which the grouping was made for the purposes in-

tended, and (3) the initial ability of the children. In fact, only

when general ability groaping was accompanied by efforts to adapt the

means and materials of instruction to these purposes was there better

achievement in homogeneous classes. (961,964)
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Although early data appeared to support :segregating chil-

dren of low general ability (IA. scores of 90 or lower), more recent

studies have indicated possible negative affects when homogeneous

ability grouping is used for all subjects. Slow-learning children

placed o in low groups tended to remain in low groupoo

Average or below average children were deprived of the intellectual

stimulation of bright youngsters. (961,961i) Mt achievement of superior

children did not exceed that of comparable youngsters is heterogeneous

groups. (207) It must be noted, however, that evidence for these

generalisations is sparse.

Superior children in ability groups reported significantly

fewer pereonal problems, although such grouping apparently led to

neither a greater feeling of belonging nor to better woes on teats

of anti-social tendencies. Both superior and slow pupils demonstrated

more favorable attitudes toward their teachers, while slow boys showed

significantly more positive feelings toward school. (959)

At all ability levels, randomly grouped pupils had higher

self-concepts, while there was no consistent relationship between

personality (ascendency or inferiority factors, competent assertive-

ness, or anxiety to achieve) and grouping practices.

Teachers generally 3avIred homogeneous classes, stating that

a limited range improved the teaching situation for them, while par-

ents and pupils usually expressed satisfaction with ability grouping.

(161,961,964,965)
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The current trend seems to be toward heterogeneous fgauping

which is believed to present greater opportunities far social and in-

tellectual interaction. In one atudy9 the presence of gifted children

was found to upgrade the contributicas of other yowl/tars. (959)

Al sos when bright pupils were included in a group, more emphaeis was

given to 80i131100 and nodal studies activities. When gifted children

were not presents teachers concentrated on tool skills. The ability

composition of the class seemed to help determine the teacher s par-

ceptiaa of what might be emphasised. (959, 964)

In a highly ccoprehensive review of the effects of ability

grouping on students of predominantly middle class schools, Goldberg,

Pato:sows and Justman concluded that neither negative nor poeitive effects

can be attributed to such proedures. Thra practice can be harmful if

it lulls the adults concerned into thinking it alone provides differ-

ential instr.uotion far students of varying needs. It can be used very

effeotively when it is flexible and varied, making possible a number

of levels at which children may be instructed. (9614)

Differential regrouping for each subject (rather than one

general placement based on Y.Q. score or reading a. l) has been the

practice in many team teaching and =graded programs. In these 08383

grouping which has been moaranied by differentiation in contents

methods speeds and/or teacher technique has facilitated the ecquicition

of both tool skills and knowledge. The majority of etudiea of =-

graded programs which featured differential regrouping re' orted results
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favoring the nongraded groups. (41,116,120,128,131,1146,200,207,223,282)

Two researchers (143:411,176) reported higher tool skill and

knowledge achievement test scores. for students in heterogeneous self-

contained classrooms than for comparable pupils in =graded programs.

However, Carbone (143,1111) pointed out that many teachers of classes

labeled "self - contained" do in fact regroup differentally for tool

skill instruction on the basis of achievement. This finding con-

firmed the need for flexible regrouping in individual classrooms,

if the current pupil-teacher ratios are to persist.

Multi -age grouping (5, 6-7, 6-7-8, 8-9-10 year olds, etc.,

in cna class) has been considered a significant factor in achieving

knowledge and tool skills, and in promoting social-emotional develop-

ment and self-direction. (72,2014) Although there have been few sys-

tematic attempts to evaluate such practices, it may be possible that

bringing together youngsters of different chronological ages can re-

sult in fairly homogeneous ability groups. In a study of rural elemen-

tary children, no differences in achievement were found between multi-

age and graded 0180803. (962)

Administrators have found this practice convenient for keep-

ing class size equal regardless of the numbers of children at differ-

ent age levels, and for maintaining a standard pupil-teacher ratio.

Also, given children of different ages in one class, it is stated

that teachers must plan for differential instruction. The philoso-

phy behind this latter statement appears to be diametrically oppoai1
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to that which is subscribed to by advocates of ability grouping. (72,

200

The use of pupil teams (two or three children working to-

gether independent of teacher instruction) has been found to increase

achievement in tool skills, especially spelling and arithmetic, and

has fostered self-direction and self-evaluation. (61,76,77,960)

Pupil team interaction also facilitated teachers! organization of

time as teachers could provide individual attention while teams were

working. (76,77)

Individual or independent study plans are receiving new em-

phasis in the elementary school, and show promise of being very use-

ful in achieving the goals of tool skill and kncvledge acquisition,

and self-direction. (27,249,260) In a study of the effecienoy of

pupils working in pairs or alone on a rote learning tasks, Travers

found the self instruction mode far more efficient. The implication

for teachers was that with proper devices and programed materials

many students could conduct individual self-drilling while the teacher

could work with children who needed her instruction. (970) Much of

the, data reported in the section on ourrioulvin supports the position

that very young students (grade CM and up) can profitably work in-

dependently with concrete objects, programed texts, and devices such

as the talking typewriter. Teachers and parents approve of such pro-

grams, particularly the independent research and study projects cur -

rently being undertaken by pupils in the upper elementary grades. (161)
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Scheduling practices,. The firet type of practice reviewed

concerned "block scheduling" which was observed to refer to several

different types of patterns. (See Appendix B) Cue study reported

such schedulirg to be effective in correcting speech problems. It
was also found to facilitate some supervisory practices, and to pro-

vide cooperative planning time for teachers. (79,153)

A second type of scheduling reviewed concerned "core sche-

duling" which at the elementary aohool level usually refers to a

social studies- language arts curriculum taught by one teacher to

pupils of approximately the same age. There has been no research

evidence concerning the effect of core scheduling for pupil out-

comes, although it has been claimed to lead to greater acquisition

of knowledge and tool skills. (125,223,238,20) It has also been

claimed to facilitate the economical use of materials and increase

teacher specialization. (223)

Core scheduling was usually accompanied by some degree of

departmentalization and teacher specialization. Many programs fea-

turing these characteristics have also involved changing classes on

the part of the pupils. In some instances teachers have done the

moving, in other cases students have proceeded to special rows.

Occasionally, both teachers and some of the pupils may change their

poets. A positive effect on social-emotional development has been

reported, including pupils, increased liking for school. (l61,215)

Both beachera and students have reported increases in disciplinary
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problems. (215)

An alternative to the static fifty- minute, one hour, or

other period length as a method of dividing the day is "modular

scheduling". Nodules of 15, 20, 30, or any number of minutes which

seemed useful, were ec,tablished to achieve this type of scheduling.

Based on the needs of individual students or teachers, or as special

activities were planned, an appropriate number of these modules

were designated. Nodular scheduling is relatively unknown in the

elementary school. As used in two middle school programs, it con-

tributed slightly to growth in self-direction and improved pupil

attitudes() (28,273) Utilizing modules facilitated administrative

organization.

_........2111......s................._alnatructionalecnnedtheirutilization.
Subscribing

to the philosophy that it is no longer possible for the traditionally-

trained elementary school teacher to be capable of teaching all sub-

jects with equal skill and effectiveness, any of the newer organi-

zational schemes include provisions for teacher specialization and

a reduced number of subject assignments. Several studies and/or

school projects have xeported a direct, positive effect on pupil

growth in knowledge, tool skills, and motor skills. (2,28,126,161,

232) Teacher moraln and professional growth may be increased by

specialization. Teachers have expressed approval of the practice,

indicating that they were encouraged to engage in new practices and
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enroll in additional courses in their special areas. (28, 161,186,230,

247) Parental support has also been given. (28,161)

Telcher cooperation in planning and evaluation has been an

intrinsic part of most of the organizational patterns which involved

differential regrouping. This practice has been stated to result in

increased pupil knowledge and improved tool skills. (28,232) Teachers

themselves were said to benefit in terms of improvement in instruc-

tional teolmiques, greater objectivity in evaluating pupils, increased

familiarity with pupils' abilities and past records, and curriculum

improvement. (161,187,188,230,260)

Little has been reported on the effect of the number of

teachers by whom elementary school age children are taught. When

several teachers work cooperatively come in contact with a

larger number of adults; this has been stated to be a factor in pro-

moting social-emotional development. Primary pupils (grades 1 and 2)

tended to identify teachers by the subjects they taught rather then

by name. (2,16L,188) The larger the number of teachers in a school,

team, or grade, the greater was 13,0 opportunity for redeployment and

specialization. (1263187)

A large number of studies of staff utilization have focused

on means of assisting the classroom teacher through many devices, one

of which is the use of non-professional or semi-professional personnel.

Aide, sub-professional, paraprofessional, assistant teacher, and other

terms have been used to describe the non-certified school worker who
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assists in classrooms with children. By simplifying or supplementing

the work of the teacher, the aide has helped return many school hours

to tasks more directly related to instruction. For example, in

various educational plans, the utilization of aidea has released

teachers from monitorial, clerical, and housekeeping tasks, thus

permitting time for direct instruction with pupils, planning, and/or

preparation. (143,186,187,188)

Recently "teaching aides" have been specifically trained to

assist with the teaching task per se. They have bean assigned to

perform a limited number of teaching tasks with small groups of child-

ren under the supervision of certified teachers. Increased achieve..

went in knowledge and tool skills has been directly attributed to

the activities of the additional person. (60,143,155)

It has been suggested that mothers from the school community

in which the population is "culturally-different" might serve yet

other roles when placed in classrooms as aides. First, as members

of the same sub-culture as the pupils, they may be useful in pro-

viding adult models for student behavior. They also could contribute

to the teachers' understanding of the sub -culture, and serve as a

liaison between the school and community. However, no research re-

ports were available as yet. (26)

General or aniza....g bio programs and their global effects.

As has been previously reported, in each project or study which has

been examined, an attempt was made to isolate the factors which have
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been operating to produce certain effects. In general, organizational

patterns maybe facilitative, but in and of themielves appear to have

no direct relationship to pupil outcomes. In some instances, the

entire plan was credited with increased achievement by its reporters

but the specific factors were not identifiable.

In the team teaching and cooperative teaching patterns, two

or more teachers cooperatively plan for and instruct a group of Btu-

dents. Great claims have been made for such staff utilization. How-

ever, most of the published material has been descriptive in nature,

much of it drawn from questionnaires. Many so- called pr'jects have

been demonstrations of preferred school practices without any re-

ssaroh evidence. Nevertheless, teachers and students have generally

supported team teaching programs by their enthusiva and interest.

(161,215) Some teachers have reacted negatively to their roles as

team members. (66) A major problem still exists in defining these

new roles and in training experienced teachers to fill team positions.

(238)

As with team teaching, some systems have adopted or adapted

other programs including the dual progress plan or a noograded system.

(See Appendix B for definitions) Some of these programs have reported

increased achievement in knowledge or tool skills without indicating

the critical factors operating. (41416,120,126$161,200,282)

New York City's More Effective Schools Program has specified

a cluster of variables including reduced pupil-teacher ratio, smaller



class size, increased instructional assistance for the teacher (in the

form of an assistant principal for each two grades), expanded social

and health services, and increased amounts of supplies and equipment.

Improvement in pupil achievement in knowledge and tool skills has been

attributed to this cluster, 4th possible emphasis on reduced class

size and the more favorable pupil-teacher ratio. (W)

Whatever the organizational pattern selected, certain factora

appear to be significant. Cosa unity orientation, approval, and com-

munication are needed prior to implementation as yell as throughout

the school year. Teachers need to understand the purposes of the

program, be prepared for new duties, an feel competent that they can

work within the new framework. Administrative hindrances must be kept

to a minimum, and flexibility must be carefully nurtured. (141,316,320,

128,200,228)

School administration.

Studies of adminiatrative behavior have generally focused on

behavioral antecedents, rather than on specific behaviors or outcome

of behaviors. Throughout the years of research in administrative prac-

tice, personal qualities and traits have repeatedly been subjected to

scrutiny; however* the amount of useful data yielded by such inquiries

has been very small* More recently, situational factors of leadership,

group dimensions, and the general cultural enviraiment have been uti-

lised as a framework against which problema of educational administra-

tion have been measured. Social systems theory has been more univer-



sally appliidd, and a rather distinct differentiaticn between the defi-

nition of leadership and a 'dmitigtratiort has bean accepted by the

majority of theorists in the field. (315,344)

Few studies concerning leadership have revealed finding!: of the cause-

effect type of relationship. Most data are correlational, and very

few can be direold.y associated with the pupil outcomes set forth in

this study. It has therefore been necessary to utilize sources other

than projects within an educational setting in order to gather a cross

section of data.

Two types of studies have been found: those which search for

new dimensions to explain behavior, and those in which an attempt has

been made to identify meaningful variables that correlate highly with

leader behavior. A major difficulty in such research appears to be in

sucuring reliable and meaningful oriterien measures. Often the data

are limited to teacher reaction and judgment.

Data gathered from all sources were analyzed, and the follow-

ing categories and subcategories were identified:

I. Traits and Lersonal haracteristics nob as

age, sex, marital status, cognitive abilities,

personality traits, interests and attitudes,

needs structure

II. Cultural and bard 32d322.....m.knowand

rience such as academic baokgound, training

and experience in teaching and administration,



Irslow2mdge of teaching and administrative prac-

tices, ratings by teachers and superiors, com-

munity, and other factors influencing admini-

strators

III. Administrtles such as democratic,

authoritarian, paternal, laissez-faire; super-

visory and cooperative administrative arrange-

ments; managerial functions

IV. Organisational climate such as open, autono-

mous, controlled, familiar, paternal, closed

Traits anz,....Lm._.1._....csonaharaoteristios.
Two major factors emer-

ged from the ccrprehensive simulated sdhool study conducted by Bbnphill,

Griffiths, and Frederickson. Those principals whose overall effea-

tiveneee VAS rated high by teachers, superiors, and judges within the

study were found to rank high on both the factor of preparation for

decision making and the volume of work produced. Of the many pereonal

qualities compared, however, only cognitive abilities, general know-

ledge, and some intereste and attitudes of the elementary principals

studied were significantly related to these basic factors. (332)

Eight administrative styles were also identified by Hemphill

through an analysis u2 the principalstperformances an in.:baskat items

and other situations. These were variously related to the variables

mentioned above, and occasionally were significantly correlated with
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age and/or sex. (333) Principals with high cognitive abilities also

received high ratings in executive professional leadership from their

teachers. (319,320)

Demographic characteristics (age, sex, marital status, reli-

gion, etc.) appear to be unrelated to either the organizational climate

of a principal's school (305) or to the degree of executive professional

leadership ascribed by teachers to a principal. (319,320)

Need structure. Based on an analysis of the ;teed structures'

of those currently employed, Kemp (979) found that the responsibilities

of principal, counselor, and teacher eliould, be considered discrete and

not overlapping. The principal should not assume counailing respon-

sibilities, the &dance counselor should not be asked to Motion in

an administrative capacity, and no one individual should be employed

half-time as a teacher and half-time as a counselor. Placing an indi-

idlual with one of these discrete sets of needs in an inappropriate

position might eesult in a change in the purpose, functioning, and out-

owes of that position as the individual seeks to fulfill his needs.

Findings upon which the above statement rests were: (1)

principals have significantly higher need for achievement, deference,

order, and endurance than teachers or counselors, (2) teachers have a

significantly higher need for succorance and nuturance than either

principals or counselors, and (3) counselors differ significantly from

the other two groups in their needs for exhibition, affection, and

.;intraception.
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Two implications appeared to follow: (1) the needs structure

of a student applying for graduate study in any of these fields should

be considered, and (2) persons who are trained in one field should

examine their needs structures before considering a change to another.

(979)

Cjalural and background knowledge. A principal's background

knowledge of general culture, science, and mathematics was generally

significantly related to his administrative style (333) and ratings

of executive professional leadership (319,320), but unrelated to the

organizational climate of his school. (308) There was a trend toward

a negative relationship between training in education and the amount

of leadership ascribed to a principal by his teachers. (Z19,320)

Several researchers questioned either the quality or the con-

tent of the advanced academic program in administration since princi-

pals appear to have had insufficient preparation and experience in

areas such as knowledge of human behavior and development, understand-

ing of leadership and the social process, knowledge of the structure

and controls of society (980), or knowledge of the specialized learn-

ings re curriculum and instruction, student personnel, staff personnel,

etc. 019,320,974,979,981)

erielucation. Experience in teaching and adminis-

tration were not found to be significantly related to the major factors

of preparation for decision or volume of walk (332), to professional
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leadership (320), or to organizational climate. (332) Only extreme

inexperience as an administrator (under five years), or extreme expe

rience as a teacher before entering administration (fifteen or more

years) were significantly related to four of the eight administrative

styles. (333)

In the selection of principals in Ohio, Gordon found that age

and sex were not important. If all the other qualifications were

equal, the age bracket between 31 and 40 years was preferred. Can-

didates who had teaching experience of 5 to 10 years or administrative

experience of It to 6 years were more usually selected. (313)

41tymmAjadelisalgp Ratings of principals by teachers

and administrators generally revealed strong correlations between

administrative styles and high or low evaluations of performance.

Usually there was agreement between the ratings 6iven by teachers and

superiors, with superiors stressing task accomplishment styltss while

teachers stressed consideration and social needs satisfaction styles.

(333)

Gjoena......iicalconditions. Neither the regional location, the

size of the city in which a school was situated, nor the salary of the

principal were related to the degree of executive professional leader-

ship ascribed to a principal by his teachers; however, the larger the

school population, the lower the rating of EPL. (319,320)



411

Otter factors influencing administrators. As principals

received social and professional support from their superiors, they

in turn gave it to their subordinates, and also were rated high in

executive professional leadership. (319,320)

Trask found that 75% of the principals she studied believed

their superintendents thought principals should spend 60% of their

time sum:As:1m instruction in general, when actually they spent

moat of their supervisory time with beginners. (982)

Salary or upward motivations for becoming a principal were

not correlated with ratings of leadership; however, service motive was

significantly related to high ratings. (319,320)

As a general rule administrators appointed from within a

system tend . to stress technical and managerial rules and inter-

personal relations with other staff members, while appointment from

the outside has resulted in development of rules at the institutional

level and impersonal attitudes. (229)

The socio-economic level of the community influences the

attitude of the principal toward parent participation in school

affairs. (296)

Administrative styles. Administrative styles of principals

have been measured by severe_ researchers in terms of what principals

expect from teachers and how teachers perceive these expectations.

However, these styles have not been related to variables other than

ti



administrative variables. Teachers' self- ratings of effectiveness,

confidence in the principal's leadership, and personal satisfaction

were related to their perceptions of the principal as either task -

oriented, personal-needs-fulfillment-oriented, or balanced between

the two. (318) Initiating structure and consideration have been hypo-

thesized as necessary, but not always compatible: aspects of leader-

ship.(32)

Campbell stated that the prizoipalls chief reference group

was his staff, the teachers. In this context, also, the emerging dimen-

sions were similar to those of other researchers. The role of the

principal was to mediate between the dimensions of .achievement of task

and maiutimance (fulfillment) of the individual's personal needs.

The principal's perception of himself was related to tease'

self-ratings of effectiveness, oonfidence in principal's leadership,

or satisfaction. 'barbers rated higher those principals who expressed

concern with professional duties than these who stressed managerial

functions. (319,320)

A newer approach to elementary school administration is the

concept of cooperative administration in the form of an advinistrative

or supervisory team. From cooperative teaching have °L.'s eon lessons

which, have been applied to administration on a very small scale. Two

or more principals and the staff assigned to them have been Own the

reepcnsiblity for working together with the same group of teachers ter

all or a significant portion of the time. This approach questions the
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concept of the self-contained school in 4 manner whioh, is analagous

to the questioning of the self-contained classrooms Teachers might

be pooled and talents shared between or ammg buildings. Finch col-

laborative activities might better serve the Objectives of education.

(977)

Cooperative teamwork smug principals or supervisors has been

introduced in several communities. (284012,977,981) The results may

be summarized as generally positive. The cooperation seems to lead

tos increased personal motivation on the part of the principals,

(2) an opportunity farpeer-level feedback, (3) opportunities for high -

quality assistance in curriculum, and (14) the possibility of more

objective evaluations of the teachers.

The style which the leader uses seems to be a funotioa of

the leader's awn personality, the type and maturity of the group wLth

whom he works, and the expectations of his superiors. (297) The

principal's personal pattern of behavior in accepting and carrying

out his responsibilities was related to the type off' behavior that

teachers exhibited. (325,370

The democratic-autocratic dimension has been a popular means

of describing educationalleadership for at least the past ten years.

Along the continuum intermediate points might indicate the paternal

and the laissez-fairs modes. Shared leadership, group decision-

making, and minimizing distinctions of formal status have been stated

or found to promote staff morale, group discipline, leadership
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cooperation and responsibility. These behaviors have also been effec-

tive in improving teacher performance, implementing new school programs

and achieving curriculum change. (302,3014,325,342,364,370) Principals

whose mode was democratic were rated high in professional leadership

by their teachers. (319y,320)

The paternal leadership style appears to produce submissive,

dependent groups which do not accept responsibility, have low morale,

and aompliah little. The lack of leadership which is usually' labeled

"laissez-faire n was reported to engender a group which was indifferent

and disinterested, which lacked purpsses and goals, and failed to

achieve task accomplishment or job satisfactions. (325,370)

The seed bed for organizational change is the informal orga-

nization of the school. Too close adherence to formal line-and-staff

structure may in fact result in z. poorer quality of decision making and

a static organization. Authoritarian leadership was stated to result in

an antagonistic, uncooperative staff, characterized by low job satismi

faction and little task accomplishment. (325,370)

As the school manager of administrative affairs, the prir-

cipal who provided social, personal, and professional support for his

staff received high rating on his leadorship. (319,320) Through sche-

duling variable period length, rotation of clpases, class size, group-

ing,time allotments, staffing, meeting patterns, -pupil load, nd number

of required subjects the principal has been dated to be able to faci-

Mate individualizing instruction. (347.
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when the principal made changes based on evaluation, promoted

job satisfactions for his staff, used objective criteria for evaluating

teacher performance, and encouraged self-evaluation by staff members,

teachers exhibited high &morale, increased the effectiveness of their

teaching, and fostered self-evaluation in their pupils. (370:974,981)

Organizational climate and its re....eletinghludgApinistra-

tor and teacher. Six profiles of organizational climate weed identi-

fied. by Halpin and Croft through the use of theOrganizational Climate

Description Questionnaire. These climates ranged from open through

autonomous, controlled, familiar, paternal and closed. Three addi-

tional parameters, authenticity (openness of behavior), satisfaction

(goals and social needs accomplishment), and leadership initiation

(the lf4oitude within which leadership acts maybe initiated by status

leaders and group members), gore also identified. The prototypes

set up for each climate included descriptions of teacher and prin-

cipal behavioral relating the characteristics of the group (disengaga-

ment, hindrance, esprit, intimacy) to the behavior of the leader

(aloofness, production emphasis, thrust, consideration). This care -

fully documented research study has provided a model for educational

researchers, since every step of the study was carefully reported.

Although Halpin himself found no consistent relationship between

organizational cli acei and teacher effectiveness, more data are need-

ed to provide a basis for further pr3dictive studies. (326)
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Macal ekkt and facilities.

A large number of stated relations have been both claimed and

found to exist between physical envircomental variables and their

psychological effects on human beings. Few research studies seem to

exist, however, relating physical plant variables to pupil outcomes

in the school. Architects have been able to manipulate and control

such variables as temperature and humidity control, and have reduced

distances and congestion by designing schools with centrally located

facilities.
Evaluative studies of the effect of these variables on pupil

behavior, however, do not appear to be available. Ole may assume that

research showing the effects or environmental variables (such as

light, color, form) on the psychology of humans (such as mood, fatigue,

informality) may be generalized to children. Some formal and informal

observations indicate that instruction may be faciatated by control-

ling the environment, Simulation of nature in a city school, for

example, could expozie urban children to experiences they could not

have otherwise. Carpeting on, the floors seems to reduce the noise

level, and, to some degree, the discipline problems in the classroom.

Soft, warm colors in the library seem to produce relaxed peacefulness,

whereas bright colors in the gym may stimulate high activity levels.

With the development of technology, the teacher's role may

be modified. She may obtain instant filmes music, programmed materials,

by operating a control panel or by contacting a central control tech-

/IWO.
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Given the above possibilities, it becomes clear that the

physical plant variables need to be integrated into the general syn-

thesis of all available data, and should occupy an important place in

the final theorization°

Teacher characteristics role fUnctions and classroom behaviors.

Within the peat twenty-five years, the concept of the role

of the teacher and the research related to teachership has undergone

considerable change. There has been a decided shift in the litera-

ture from the description of the teacher as a transmitter of knowledge

to the image of the teacher as a diagnostician, guide, and an interac-

tive participant in the educative process. As the objectives of edu-

cation have been expanded to encompass not only the pupil's academic

achievement but cognitive growth, social-effictiveness, self-direction

and attitudinal changes, the role of the teacher has taken on new

dimensions.

The majority of the studies analyzed in this project provided

us with cause and effect relations4 The others were essentially cor-

relational studies rendering group reouIts not necessarily generaliz-

able to a particular teacher in a particular situation. Although our

primary concern was to gather data directly related to the six Dupil

outcomes, a comprbensive program yielding extensive correlational data

such as Hyenas study/Maier Characteristics (involving mono than

6,000 teachers, 1,700 schools and approximately 450 school systems)
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merited careful constderation.

Therefore, at the close of one year, provided with the raw

data gathered from numerous studies and with the six pupil ou.tcomes,

the data related to the teacher system wereorganized into the follow-

ing categories of variables:

1. Tea-ter demo nphic characterist11 such an

age, Box. and marital statue

Teacher ra....Licwlmakelalgs......andex-

miel...ice such as pre - service training, recency

of college training, type of college attended,

ineervice training, profeasional knowledge

and akille, interost in subject matter, num-

ber of yearn of teaching experience, grade

level, and subject epecialization

M. cher remelt e di yed in the

_clam:fromand Attitudes which included warm,

businesslike, stimulating, turbulent, fearful,

and critical behaviors; and attitudes toward

pupils, teachers, administratora and educa-

tional viewpoints

IV. Teacher role ilanctions and classroom behaviort

such as the teacher's pattern of influence or

mode of presentation, the specific teaching
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methods, the teacherle selection, specifics*

titre, and evaluation of goals eat for pupil's

and the teacher's disciplinary actions

Utilizing the attainment of the six pupil outcomes as the

criterion, the categories of variables were ordered in terms of the

significant direct impact they had upon these outcomes. Variable

category IV, Teacher role functions and classroom behaviors, was

clearly the most significant, followed, by variable category

Teacher personality traits displayed in the classroom and attitudes,

then by variable category II, Teacher training, knowledge, skills

and experience, and finally by variablecategory I, Teacher dalmographic

characteristics. It should be re-emphasized that the order was a

function of the direct impact on the pupil outcomes.

triodes of presentation. The numerous studies on teaching

modes, approaches, influence, and style fell into two rejor sub-

categories, directive modes and nondirective modes.

The directive modes encompassed autcoratio, highly con-

trcOling, direct, dominative, teacher-centered, directive,
and lec-

turing approaches. The nondirective modes included democratic,

loosely-controlling, indirect, integrative, learner-centered, respon-

sive, discursive, and laissez-faire approaches.

Earlier research revolved around the merit of two contras-

ting modes, a particular mode and Ilts amtitheiAcalmodesand contributed

"149"
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significant data which was utilized; however, the more recent studies

provide a more realistic view of teaching style. This research viewed

the teacher not as consistently operating at the extremes such as auto-

cratic versus democratic, but along a continuum. For example, observ-

ing teacher behavior in terms of the responsive- directive scale or the

indirect-direct ratio, (I/D ratio), was far more in keeping with actual

behavior. The data clearly indicated that a nondirective mode such

as the Pleader's indirect made or Miller's responsive mode wuuld, best

promote the six pupil outcomes. When pupils were instructed by a

teacher who had a high I/D ratio (indirect-direct), utilizing indirect

influence a greater percentage of the time, the pupils demonstrated

increased achievement in knowledge, tool skills, and cognitive growth;

increased self-direction; greater social-emotional adjustment; and

positive attitudinal sets toward schooling.

The combined data related to the direct modes showed generally

negative results. (373,374,375,393,403,404,405,406,407,408,4092410,411,

412,424,42849,442,450,451,497,498) However, certain types of child-

ren need, desire, and profit from directive instruction. The majority

of &Idles reviewed dealt with "average', children. What may have ap-

peared initially to be an unimportant finding proved to be of value

here, for the data indicated that with dependent-prone children the

direct approach increased dependence, and with apathetic children more

apathy was generated. (442) What was most significant was that the

teacher with the high I/D ratio met the needs of all types of children.
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Classroom deharvations reinforced the finding that the high I/D teacher

was flexible and modifiable. Although she was indirect a large percen-

tage of the time, she was able to become direct as needed. The low I/D

teacher, who was direct most of the time, was unable to become indirect.

It appears that the more indire, mode meets the needs of all types of

children and boot promotes the attainments of our objectives. (402,

405,406,409,411,412)

Additional data indicated that the high I/D teacher engaged

in a greater degree of teacher -pupil planning, obtained more informa-

tion about her pupils, acquired increased knowledge of subject matter,

and spent far less time disciplining her class. (405,406)

Data rellAtive to another group, of modes were equally signi-

ficant. For purposes of convenience these modes were labeled cognitive

modes. They are characterized by teacher behavior structured to pro-

mote pupils' use of cognitive functions resulting in cognitive growth,

increased self-concept, and more positive attitudes towards education.

(457,476,477)

It was interesting to note that the cognitive structures

were essential components, of many of the indirect modes reviewedl and

that the climate provided by indirect instruction fostered cognitive

growth of the pupils as well as the teachers. (462) Faced with these

data, one questions at this point if the intelligence of the teacher

would prove to be a significant factor in fostering a specific mods of

presentations Contrary to what might be assumed, the data indicate
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that the I.Q. of the teacher had only a slight effect on her mode of

presentation. (424,471) However, when a comparison was made between

high school and elementary teachers, the I.Q. of the teacherAvoved to

be more significant at the secondary level. (471)

Not related specifically to any one mode of presentation, but

meriting consideration, was the finding that generally when the same

teacher taught homogeneous classes oi. ?upils, one class of "low" ability

and one of "average", or one of "high" and one of "average", the

teachers's pattern of classroom verbal behavior' was the same. (464)

This finding is significant not only in that it points up the need to

create an awareness for differential instruction to accompany ability-

grouping, but also that the teacher's mode of presentation, whether

directive, nondirective, or cognitive, should provide for differential

instruction.

In summarizing the data relativo to mode of presentation, it

appears that both the indirect and cognitive modes best promote the six

pupil outcomes, that the I.Q. of the teacher has a slight effect upon

the teaching mode utilized, and that differential instruction is an

essential component of any mode.

Teachig methods. At this point data related to teacher

methods merits our attention. Teaching methods are the specific

approaches utilized by a teacher for the purpose of instruction.

They are differentiated from mode of presentation) the teacher's
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pattern of influence in that the mode of presentation designates the

1,otal pattern of teacher behaviors rather than specific instructional

acts. Therefore, under the classification of teaching methods, we have

included the lecture, the discussion, the project method, the recita-

tion method, the method of teaching critical thinking, the demonstra-

tion method, the self-discovery method, the self-selection method,

and the multi-method approach. The results of the research in this

area have failed to favor any particular method.

Evaluation of the lecture method has consisted almost entirely

of a comparison with the discussion method. Findings abstracted from

sir; .n research studies indicated that, with respect to the pupil's

immediate mastery r:f factual information, there were no significant

differences between the lecture method and discussion method. (413)

The question of pupil retention of the material was seldom investigated.

Two studies which dealt with this question found retention of material

to be superior in groups taught by the discussion method (983,994)

while one study found no difference. (986)

Proponents of discussion methods have claimed advantages in

problem solving and application of knowledge. There naa little evidence

to substantiate these claims (I13); however, there was some evidence

that pupils in discussion groups did take on greater responsibility for

learning. (993)

Evaluation of the project method (pupils accepted an assign-

ment and were free to fulfill the requirements independently, with
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help from the teacher when needed) yielded no significant results in

terms of mastery of facto (413), although one study did report the

pu;ils demonstrating superior skills in Solving directly-related prob-

lems. (985)

When the recitation method (characterized by assignment,

study, and report) was compared with other mezhode there was little

evidence to support this method or any of the others as a general

teaching method. (413)

An examination of methods to teach critical think yielded

positive results, in that pupils who had been taught the prinetples

of logic and experimentation and their use showed greater gain in

measures of critical thinking than the control group, with no impair-

ment in mastery of course content. (988) In this case what merits

further study is whether these pupils will transfer these skills

beyond the paper and pencil test situation.

Research concerning the demonstration method yielded little.

General statements were made to the effect that pupils learn by imita-

tion and are capable of learning by observing demonstrations. (413)

There was no research evidence that intellectual skills have been

learned by this prceess.

Data in regard to the self-discovery method disclosed that

students who received uno help" from the teacher developed the gr3atest

interest in the problems; however, those students who received teacher

assistance upon request were superior in applying the discovered rules



to new problems. (969)

An analysis of the remits of research relating to the uself-

selection!! method, although limited to but one study, merits attention.

In this method the teacher was to "guarantee that every classroom sit-

uation or its immediate surroundings would have tasks which were in-

teresting in terms of intrinsic content and which would cover a range

of difficulty as great as the variability" of the pupils. The data

indicated lton the whole, the children were sound in their judg-

ments of their own abilities. Academic gains were also somewhat

better than under the procedure maintained in previous years. (991)

Research reported in relation to the multi-method approach,

in which the teacher utilized many methods and instructional media in

one instructional period, disclosed that pupils demonstrated growth in

reading skills, cognit&cn and motor skills. (624,625,630,643,657,694,

696,909

On the whole, the over-all data cn teaching methods appears

to indicate that to date no one teaching method maybe designated as

markedly superior to any other. (413)

Teacherts specification and evaluation of mil

goals. By and large: educators stated that when teachers select goals

that are congruent with the needs of their pupils, specify these goals

with clarity in terms of the pupils' terminal behaviors, and utilize

these goals to construct their evaluative instruments, a climate
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conducive to learning is developed. (373,404,405,406)

Goal selection* In the process of goal selection, research

pointed out that when a teacher was provided with knowledge of the

I.Q. range of the class she demonstrated a differentiation of opera-

tioaal cognitive goals for the pupils. The "low" pupils were assignee

goals limited to knowledge, comprehension, and application; while the

"average" or "high" pupils were assigned additional cognitive goals

such as analysis, synthesis, and evaluation. (464) There was no

significant evidence to support this type of goal allocation based

upon the I.Q. range of a class. No one to date has demonstrated that

children who obtain low scores on intelligence tests are incapable of

analysis, synthesis, and evaluation and should be restricted to recall

of knowledge, comprehension, and application.

Goal It appears tha.-6 the specification of

goals with clarity assists in many endeavors. Therefore, it was not

surprising to find that when teachers provided pupils with clear goals

the pupils demonstrated increased academic achievement, work involve-

ment, interest, and self-direction. (373,4041445,406)

When attention was focused upon the combination of the in-

direct mode with goal clarification, the research indicated a further

increase in pupil knowledge, toel skills, and aelf-direction. When

the direct mode as aibstituted4 pupil dependence increased. (405,406)

The factor of pupil valence toward the goals established by
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the teacher was found to be significant. Pupils with positive goal

valances demonstrated increased achievement. (405,406) As would be

expected, pupils with a negative goal valence, whether goal statements

were clear or unclear, demonstrated negative result:. in terms of

achievement, social-emotional adjustmentE4 and attitudes toward

school. (405,406) Within the scope of the studies reviewed, no data

were available concerning how to alter pupil valence.

E.avalItkaafluilmas. In terms of evaluation, teachers

generally stated one pattern of cognitive goals for their pupils and

tested for another pattern of cognitive goals. (464) It wasn't clear

whether the cause of the inconsistency was in the invalidity of the

tests used or in the teachers' own inconsistency.

Teac,..2sc;112....w.scilirheilsractionsy.
The data gathered in this

area were extremely limite4. Two studies found increased self-direc-

tion on the part of the pupils when the teacher's disciplipary actions

were characterized by clarity and firmness. (421,440)

Teacher der
Re-

searchers were in agreement that since the teaching-learning process

takes place in a social setting, the teacher's personality traits had

a notable effect upon pupil outcomes. (424) The data in this area

confirmed their statement that the personality characteristics of

teachers have measurable effects on the intellectual, social, and
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emotional growth of the pupils. (424)

Within the scope of the data gathered, when one reviewed the

various characteristics explored by the numerras researchers, teacher

traits were classified into the following groups:

Warm behaviors such as friendly, understanding,

enenuraging, and supportive

* Businesslike betoarlors such as responsible, sys-

tematic, orderly, well-planned,

and work-oriented

Stimulatin bs6.2212avior such as imaginative, vig-

orous, dynamic, and enthusiastic

Turbulent behaviors such as impulsive and highly

variable

Fearful behaviors such as nervous, hesitant,

and inconsistent

Critical behaviors such as disappointing and

punitive

Those studies which focused upon warm teacher behaviors

clearly indicated that ,upils taught by warm personlities demonstrated

increased achievement in such tool skills as vocabulary and arithmetic

(9814), work involvement and interests, increased creativity, greater

self-direction, more positive social-emotional adjustment, and greater

group 00hestralleas (411) Pupils taught by teachers who engaged in
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critical, disapprov ing, sand punitive acts tended to perform only

the required tasks, produced products displaying little creativity,

demonstrated great dependence upon the teacher, displayed negative

socialemotional adjustment, and had little group cohesiveneso. These

pupils were critical, aggressive, and punitive in their actions toward

each other. (3744375,09)

It was interesting to note that encouraging teacher behavior

(teachers wrote commentsbelieved by them to be "encouraging" on pupils'

papers) promoted greater pupil effort and improvement in learning.

(460,469,992)

One study reported nonsignificant differences in reading

growth and problem-solving skills for pupils studied in relation to

teacher warrabh-frienfiliness, teacher verbal emphasis, and teacher

acceptance of pupil autonomy. However, when a comparison was made to

.ermine the degree of association obtsined between teacher verbal

emphasis and pupil-teacher rapport, it was found to be small and the

significance of the relationship between pupil-teacher rapport and

teacher warmth-friendliness was defined more clearly. (447,451)

Studies dealing with businesslike teacher behaviors disclosed

that these traits promoted greater achievement, greater dependence,

more positive social-emotional adjustments and more positive attitudes

toward schooling on the part of the pupils. (424) On the other hand,

pupils taught by turbulent teachers whose behavior wua characterized

by impulsiveness and high variability demonstrated gains in achievement
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and greater self-directive behaviors. (1424) One study based on eight

years of research was unique in that the researchers viewed the per-

sonalities of the pupils, as well as the personalities of the teachers.

A type of teacher-pupil grouping which might be classified as pupil-

teacher personality grouping emerged. This seems to offer significant

possibilities in pre-service training. Determining the personality

traits of pupils and teachers, and placing specific personality types

of pupils with specific types of teachers produced increments in aca-

demic achievement, as well as increased social-effectiveness, self

direction, and more positive attitudes towards schooling. 0424)

As an airamplep when homogeneous groups of striving pupils

and conforming pupils were taught by the self-cantolling teacher

(orderly, well-planned, work-oriented), the pupils demonstrated the

greatest total achievement. However, this me accompanied by little

eelf-direction and great dependence on the teacher. When the same

groups were taught by the turbulent teacher (impulsive, high varies

ability), all children demonstrated increased achievement and in-

creased self-direction. With the fearful teacher (Nervous, hesitant,

inconsistent), the pupils demonstrated low achievement, less positive

social-emotional adjustment, and negative attitudes toward and inter-

est in school. 0214)

When the researchers placed homogeneous personality types

of pupils with a combination of two teachers of different personal-

ities, turbulent and self-controlling, all pupils demonstrated increased



achievement in knowledge and tool skills. (4214)

Noteworthy at this point is the effect of teacher-pupil

personality grouping upon teachers* When teachers were placed with

children whose personality type differed greatly form their own, they

tended to change their classroom behaviors to conform to the pupils!

personalities. The exception was the fearful teacher who did not react

to the children's personality traits at all. (424)

(ie significant finding proved to gain added significance

when it was viewed in relation to data obtained from a correlational

study. It was found that the teacher's emotional adjustment and

stability affected his rapport with pupils: the greater his emo-

tional stability, the greater was his social-effectiveness with

pupils. (Wasial) The correlational evidence stated that teachers

who displayed warm behaviors and/or stimulating behaviors exhibited

superior emotional adjustment and stability, while those who were

businesslike scored low on emotional adjustment and stability. In

addition it was found that teachers who participate in leisure

time activities are likely to establish superior rapport with their

pupils.

Additional data correlated with the factor of emotional

stability merit consideration. The teacher's creative ability was

related to his emotional stability in the classroom. Teachers who

scored high in creative ability tended to demonstrate a greater dis-

play of positive and negative emotions related to their pupils in
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the classroom. (391)

Teachers' high ratings of their own performance were corre-

lated with personality traits such as warm, responsible, stimulating

classroom behaviors, permissive child-centered educational viewpoints,

and positive attitudes toward the entire school staff. On the other

hand, supervisors t high ratings of teachers were positively corre-

lated with the teachers' traditional, academic-centered viewpoints,

and positive attitudes toward the school staff, (1j71)

Furthermore, the teachers' out-of-school activities and

childhood and adolescent experiences were ccaarelated with their

classroom behaviors. (17l) For example, teachers whose childhood

and adolescent experience included playing school and taking care of

young children scored high in terms of warm and stimulating class-

room behaviors; teachers who participated in religious activities

such as teaching Sunday school or working with the church in some

capacity demonstrated a high deg; ee of warm, friendly, understanding

classroom behaviors. (471)

Teacher attitudes2 Variable category III, in addition to

teacher personality traits displayed in the classroom, also includ-

ed teacher attitudes. It was assumed that the attitudes a teacher

held toward pupils, teachers, administrators, and education would

influence his classroom behaviors.

The data indicated that teacher attitudes had a direct

effect upon pupil outcomes. It was found that pupils whose teachers



held positive attitudes toward the student body, the teachers, the

administrators, and classroom practices, in general, demonstrated

greater ;Include achievement, positive social-emotional adjustment

and positive attitudes toward and interest in schooling. (1402,404)

Numerous studies disclosed that teacher attitudes toward

pupils, colleagues, administrators, and classroom practices were

correlated with demographic traits such as age, sex, marital status,

childhood and adolescent experiences, out-of-school activities and

interests, college training, teaching experience, and ratings by

self and supervisors. (ttn) For example, teachers under 30 held

permissive, child-centered educational viewpoints, while older

teachers were found to be traditional and academic-centered. Male

teachers, in general, held more positive attitudes toward pupils.

Married teachers held more permissive, child-centered viewpoints

and were pupil-oriented. Teachers whose childhood and adolescent

experiences involved supervising younger children were positive in

their attitudes toward pupils. (471)

Teacher training within the past four years was correlated

with positive attitudes toward pupils and the entire staff, as well

as permissive, child-centered educational viewpoints. Attendance

at a large university was correlated with permissive, child-centered

viewpoints. Cal)

In regard to teaching experience, the lower the grade level

the more traditional and academic-centered were the teacher's viewpoints.



The teachers high self-ratings were positively correlated with

their positive attitudes toward the entire staff and their permis-

sive; ohild-centered viewpoints, while their supervisors' high

ratings were correlated not only with positive attitudes towards

pupils and staffIbut with traditional, academic- centered educational

viewpoints. (471,472)

In summary one might conclude that the data verify the

common assumption that the teacher's attitudes have direct impact

upon pupil outcomes, and that they are correlated with numerous

other factors. What is lacking are data which, would specify how atti-

tudinal change maybe promoted.

Teacher traininwleei_skilla and exeriences.

Contrary to what would be anticipated, variable category II, teacher

training, knowledge, skills and experience had few direct effects

upon the six pupil objectives. Tha only two factors within this

category which directly affected pupil outcomes were the teacher's

inservice training and the teacher's interest in subject matter.

the teacher's training, knowledge, and skills obtained in inservice

courses led to increased growth in terms of all of the six pupil

outcomes (462); while the teacher's interest in subject matter

positively affected the pupil's academic achievement in knowledge

and tool skills. (424)

121s.srarvi Teacher training and knowledge
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acquired during the preparatory years in college, whether in the

general field of education and in specific content areas, had no

significant effect upon the pupils' academic achievement. (14210

/al) The number of years spent in teacher training in college had

no effect upon teachers' personality traits displayed in the class-

room. 0424s47l) The recency of college training did affect the

teacher's personality traits: for example, teachers who had taken

college courses within the past four years demonstrated warm, respon-

sible, businesslike behaviors. (1471,472) In addition, recency of

training was correlated with positive attitudes toward pupils,

teachers, administrators, and child-centered educational viewpoints.

(471,02) Another factor influencing teacher attitudes and person-

ality traits was the type of college the teacher attended. Attend-

ance at a large university rather than a small college was correlated

with permissive, child-centered educational viewpoints and stimu-

lating classroom behavior. (471,472)

In-service trainivp. In addition to promoting growth in

terms of the six pupil outcomes, inservice training had a profound

effect upon the teacher. It was found that when teachers received

inservice training which emphasized a learner-centered climate or

indirect influence, there was an increased use of cognitive pro-

cesses, increased knowledge of subject matter, more positive

attitudes toward pupils, and greater receptivity to curriculum



innovations on the part of the teachers. (462)

Knowledge and skills. With regard to the teacher's pro-

fessional knowledge, measured in one case by the National Teacher

Examination and in another by the Teacher Education Examination,

the evidence found is subject to question. sae researcher found

that the teacher's professional knowledge had only a slight effect

upon his classroom behavior. defined as his ability to solve teaoh-

ing problems. (404402) Another group of researchers found no

significant 'elation between the teacher's scores on the Teacher

Education Examination and any kind of growth on the part of the

pupils. (1A) However, tin group claimed that had they included

a sizeable number of teachers who had no professional training:

The Teacher Education Examination might have shown a difference be-

Wean the progress of pupils of such teachers and the progress of

pupils taught by trained teachers. They stated "Our experiment did

show that whatever effects the teacher's knowledge might have had

were completely masked by the effects of the teacher's personality."

(424)

Concerning teacheris skills the data were extremely limited.

It was found that the teacher's high ideational fluency, as measured

by a score on a test of divergent thinking, was positively corre-

lated with the supervisor's ratings of the teacher. (b37)

Experience, grade level and subject specialization. Although
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the number of years of teaching experience had no direct effect

upon pupil outcomes, it was correlated with the teacher's emotional

adjustment and stability, his educational viewpoints and his person-

ality traits. The data indicated that teachers with less than five

years' experience were emotionally stable and permissive. Those

who had more than five years' experience demonstrated warm, respon-

sible, stimulating behavior, while those with ten years' experience

demonstrated traditional, academic-centered educational viewpoints,

rather than permissive, child-centered viewpoints. (!M)

In regard to grade level, it was interesting to :iota when

comparing elementary teachers and secondary teachers that elementary

teachers demonstrated permissive, child-centered viewpoints while

secondary teachers are traditional and academic-centered. Elementary

teachers also demonstrated greater emotional adjustment and stability

and participated in more leisure time and professional activities.

(471)

Concerning subject specialization the data gathered did

not indicate whether subject specialization on the part of the

teacher at the elementary level did or did not promote pupils'

academic achievement. The evidence correlated subject specializa-

tion with the teacher's mode of presentation, hie personality

traits, and his educational viewpoints. For example, science and

math teachers used more direct modes, were more traditional in their

educational viewpoints, and were more nervous and critical; while
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teachers of the humanities used indirect modes, held child-centered

viewpoints, and were warm and relaxed. (471,479,480) At this point,

provided with correlations, one can only speculate whether individuals

with *Gain° attitudes and personality traits tend to select a spe-

cific area of specialisation, or whether the act of specialising in

a particular content area premotes or eniminceo certain attitude° and

personality traits.

Teacher dagelphio characteristict. Variable category

teacher demographic characteristics such as age, sex and marital

statue, proved to be least significant in that these traits had no

demonstrated effect on the pupil objectives. The data consisted

entirely of correlates derived frail five studies, with the bulk from

one study. The extent to which these group results may be applied to

teachers in general or to any particular group of teachers, is a

function of the similarity between the teachers studied and the group

in question at any particular time.

In terms of the teacher's age, the data indicated that

teachers under thirty demonstrated low verbal skills and permissive,

child-centered eduoatioial viewpoints, while those between thirty and

thirty-nine Were warm, responsible and businesslike in the classroom.

Teachers between forty and fifty manifested. Mgh stimulating behavior,

but poor emotional adjustment. At fifty-fiv p teachers scored low in

terms of warm, stimulating classroom behavior, and their emotional

stability declined. (471,472)
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Male teachers at both elementary and secondary levels were

superior to female teachers in terms o2 emotional adjustment and

*ability, and held. more positive attitudes toward pupils, but were

less responsible than their female counterparts. Female teachers

demonstrated greater verbal skills and particinated in many more

leisure time activities. (1471,472)

It appeared that married teachers were superior in that they

displayed greater emotional adjustment and stability, were more

positive in their attitudes toward pupils, held more permissive and

child-centered viewpoints, were involved in more leisure time

activities and interests, and demonstrated high degrees of warm,

responsible and stimulating classroom behaviors. (1471,1472)

Curriculum.

The data summarised herein represents the result of a cross-

sectional analyiie of the literature and materials of elementary

school curriculum. Requiring clearly defined statements of opera-

tions and objectives has had the effect of reducing this phase of

the research to a more feasible endeavor.

This parameter has taken its greatest toll on the analysis

of textbooks, In many oases, the investigators were unable to

identify operational definitions of the independent variables

posited by the authors of the materials. Renee, the abstracted

relations reflect the bases underlying the curricular materiales

the sequential arrangements, and the executor of instruction.
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Even though in the summary these are dealt with as mutually exclusive

categories, in any given set of materials they often played a part

without being separately specified.

Theoretical underaminsp of curriculum content and

structure. Although researchers have paid oonaiderable tribute to ex;

need for projects and studies based on a theoretical framework of

learning, the concern has not yet manifested an equivalent output.

An inspection of many current textbook materials revealed that the

method of presenting the information to the student rarely reflects

the philosophical or psychological basis it is purported to uphold.

There are however, several notable current trends which stand as

exceptions.

Cognitive Theory. The most significant set of data in the

area of theories of learning concerned the classroom use of cognitive

structures. The findings indicated that a wide spread of pupil out-

comes may be achieved by structuring content for analysis, associa-

tion, classification, and other singular as well as combination

procesees. The teacher's structuring and pupil's usa of cognitive

functions has proved particularly effective as a means for acquir-

ing and retaining factual knowledge, improving attitudes, broaden-

ing interests, and developing self-direction, as well as increasing

cognitive functioning. The largest number of relations indicated

this technique to be useful in acquiring tool skills. (521,531,548,



iffirgorm
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,

576,601,602,603,6014,608,621,622,623,626,632:636,6144,6/6,650,653)

654,657,672,674,677,688,695,696,702,712,717,720,725,726,732,75:4

757,758,760,776,792,825,845,846,851,853,856,860,862,868,888,889,

917,924,928,937,939).

The recent influx of information concerning children's

styles and levels of cognitive functioning has provided curriculum

specialists with a fruitful source for developing their programs.

Although names, shapes, and colors changed, a.large portion of the

mathematics materials produced for classroom use and lirked with cog-

nition were based on the ouisenaire principle. Similarly in science,

considerable emphasis seemed to be placed on the children's use of

manipulative materials and the processing of information received from

this involvement. "Science-A-Process
Approach" from the American

Association for the Advancement of Science (756), unite from the

ammoth/7 Science Study (764-768) and the Science Curriculum

Improvement Study (771-774), are
examples of this stance.

The works of Covington, Crutchfield, and Davies in the

"Productive Thinking Program" (860), Cunningham and Torrance in

"ImagOvaiN0 (861), Myers and Torrance in the Ginn Series on

Creativity (863-865), and Gordon's "Synecticau are examples of

materials designed to develop children's cognitive ability through

increased emphasis on ideational fluency and the use of metaphors.

As significant as these materials may be, the research

clearly points to the teacher's open structure as a co-requisite
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to the use of all of these materials, and the fact that the materials

in and of themselves only facilitate the pupilss cognitive

functioning. The teadherss role in using these materials is die-

cussed more fully in the summary of teacher classroom behaviors.

Operant conditioning. Curricula which utilized the princi-

ples of operant conditioning suggested some significant conclusions.

in an exhaustive survey of the research dealing with the

modes and rates of information input, Travers (952) cited these

generalizations:

1. The efficiency of learning deortases as

the amount of relevant information input

increases; that is, those inputs which are

pertinent to the central topic to be learned

tend to overload the memory and thereby

interfere with the rate of learning.

2. Relevant information input requiring the

simultaneous use of more t'an one sensory

modality interferes with learning.

3. As the amount of inputs not pertinent

to the topic to be learned increases, the

rate and extent of learning decrease.

Although oneiderable and rigorous research has been ap-

plied to studying the effects of giving the learner knowledge of

results; general disagreement as to the specific nature of this

feedback still exists. This problem appears to stem from the over-

generalize:VA of results made from laboratory studies

-72-
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involving subjects with demographic characteristics not indigenous

to the group to which the material is subsequently applied. Data

collected from adult learners or sub-human subjects, for example,

could not necessarily be generalized to young children. (876)

The specific characteristics of feedback central to this

controversy were:

1. Delay in supplying information concerning the
correctness of response. The trend seems to
accept that the greater the delay, the slower
the learning; conversely, the more immediate-
th4 knowledge of results, the faster the learn-
ing. The latter statement is one based princi-
pally on laboratory studies.

2. .Amount of Information concerning the correctness
of response. Data here shows favor for strpp37
ing as much information as possible while pay-
ing heed to the dala concerning relevant inform-
ational input

Frequency of feedback. Admitting to the exist-
ence of sane unknown optima/ frequency and tim-
ing, it, is generally felt that the more fre-
quent the feedback, the more efficient the
learning.

Time and actice variables in curriculum 'lamentation.

Giving children additional time and repetition with subject-re-

lated activities has resulted in the anticipated increases in

knowledge and tool skills. The circular relationship that prac-

ticing with processes will lead to increased ability with pro-

cesses has been cited in several sources, particularly in science
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curriculum projects. (521.,545,585,614,615,629,642,645,678,

726,796,814,850,852,856,857,875,903,942)

The data quite specifically indicated that, regardless

of the kinds of materials or methods used, increasing the time

spent as a task yields more learning. No data relating time and

plateaus of learning was uncovered.

Curricular sequence. The presentation of subject matter

which has been arranged in a specified sequence, such as simple

to complex or concrete to abstract, was reported to produce an

increase in factual knowledge, too skills, and self-direction

on the part of the pupi33. (591,595,604,605,625,632,676,682,

683,701,716,731,757)

Statements identifying the specific stages of a logical

or psycholoe.cal sequence were rare and were often noted as areas

which need more extensive research. Ihrthermore, when the se-

quential implicaticas were discussed, they did not represent

systematic research on the part of the curriculum developers.

Principle sources of instruction. Studies and projects

which have utilized programmed instruction with machines, texts,

canputer-based instruction, films, T.D., tapes, and other such

materials, pointed to a general increase in mastery of knowledge,

tool skills, and cognition. (516540,542,545,572,579,590,591,

598,601,602,604,608,615,628,610,647,660,664,665,6713,688,6911



696,702,708,716, 726,759,772, 824, 84,8/45, 80,859, 871, 873,85;

876,882,887,888,895,903) However, in most of these oases one

could not determine whether the increase in pupil outcomes was,

in fact, due exclusively to the utilization of theoe materials

and equipment.

The use of programmed instructional materials has pro-

vided a base upon which many of the principles of operant condi-

tioning and reinforcement have been confirmed. The practice of

breaking down information into small bits and presenting them to

students along with knowledge of results has received widespread

acceptance in the schools, as well as serving as a focus for much

research. Of chief importance to the structure of programmed

materials was the size of step. It seemed that the smaller the

bits into which the information is broken, the more efficient was

the learning. The trend toward the use of machines over programmed

texts may be due to their increased production, availability, and

novelty rather than their efficiency. (80,8814,888,889)

The advent of the cuter as an instructional device

has provided the educational community with still another source

of information on the principles of reinforcement and operant

conditioning. In its relatively short lifetime, cakouter-assisted

instruction (CAI) has become an effective mode of instruction.

(580,581,582)

To date, CAI has undergone limited research. The extent

to which this study has uncovered data, the following appeared to
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be significant:

1. Used for drill and practice, CAI can provide

repetition at a difficulty level commensurate

with the competence of the individual student.

Furthermore, CAI can respond, by contingent

programing, at a more efficient rate that can

other modes of operations. (873,874,876,878,880)

2. As a tutorial mode, CAI produces comparable achieve-

ment with higher efficiency, with regard to the

saving of instructional times, than other instruc-

tional procedures. (872,942)

3. As a testing device, it has been stated that

CAI can provide an aptimun level of difficulty

and coverage of test items. (No research has

been found to support this.) (942,945)

In general, the use of audio-visual materials such as

films, filmstrips, T.V. tapes, and records have proven to be an

effective supplement to other modes of instruction or in notoine-

tions. There appeared to be no definitive research which upheld

the effiCacy of one mode over another.

It would seem that utilizing combinations of materials

and methods would have the effect of a multi-method approach, in

which the presentation of information would have a higher proba-

bility of coinciding with the learner's modal preference. Also,

through the multi-method approach the time spent by individual

children in direct exposure to the information might increase.

(875,880,881,893,897,898) Research in the context of educational

television (E.T.V.) suggested that more learning can occur when

combinations of classroom and home activities such as programmed
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instruction and tapes are used in lonjtuiction with the televisica

presentation. (Hayman and Jobnson, 1963) (904)



A atrunirSIZED SUMMARY ci ALL FINDINGS

Rather detailed summaries of findings were reported in the

immediately preceding section. The next task for the project staff

was to synthesise these findings into an integrated theoretical

system comprieed of a series of eppirica14-derivtdpropoeitimas.

Table 1 represents an atteppt to bring together all the

data. The variables listed along the top are the "independent" vars.

cables, and those listed along the side are the "dependent" variables.

In each cell the number and type of relations between the two var-

iables are reported. It will, be noted that a very large portion of

these were correlations rather than cause -and-effect relations.

While the content of these relations cannot be specified

in Table 1, this type of !summary serves two main purposee.1 First*

it reveals to the eye where research evidence has been concentrated

and where it has been sparse or seemingly non-existent. Second, it

leads to the next step which ie the interrelation of broad categories

rather than single variables. (See Table 1 on the following page.)

It win noted in Table 1 that teacher variables have been

related lees frequently to pupil outcomes than to other teacher var-

iables. Similarly no administrator variable is directly related to

pupil outcomes. Instead, mew& seems to be concentrated in re-

'For the specifics concerning the content of the relations,

the reader is referred to the aummaries in the preceding aectlon and

to Appendix A.
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lating administrator variables to other administrator variables.

Another general finding is the amount of empty space which

represents no research studies in some areas. For examples except

for one correlation found between the intellectual. functioning of

children and the teacher's evaluative practives, the effect of pupil

variables on educational practice appears not to have been studied to

any significant degree. Admittedly, the current project and Table 1

represent a limited review of research related to school practice.

One might safely posit, however, that if amide sampling of studies

yielded no data concerning such an effects one of the most important

variables, namely the effect of pupils on educational practices may

have been largely neglected.

Similarly, no studies were found concerning the effect of

curricula on teachers, administrators, and school organization.

Could this mean that curricular programs have little or no effect on

the way schools are constructed and administered and how instruction

is conducted?

It would seem that the two main factors, namely, what pupils

bring with thsa and the mature of the curricula, should partially de-

termine school organization, the means and methods of instruction,

and should effect some changes in teacher and administrator variables.

Yet these do not appear to have received much consideration in educ-

ational research and practice.

One of the consultants to the project re-emphasised Coleman's
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report that the pupil variables which minted when the

pupils came to school accounted for 85 per cent of the variance in

pupil outcomes after attending school. Only 15 per cent of the total

variance could be accounted for by what took place in the school.

In view of the gaps observable in Table 1, such a finding does not

seem surprising.

A further attempt to abstract general statements off' re-

lations from the data is reflected in Diagram 2, the Taxonomic Model

of Educational Practices Based on Empirical Evidence. This diagram

specifies the broad categories which have emerged frosa the et.*

and shows their relaticeahip to the pupil outcomes. See page 80a.

It mist be emphasized that this organization is purely a

representation of the empirical evidence. It is quite incomplete

and inadequate both for the purpose of inductive theory construction

and for satisfying the philosophical and social values regarding

education. The lack of interplay among the educational variables

which affect pupil outcomes is very clear in Diagram 2. Each broad

category, with the exception of administrator and ccenzunit7, affects

pupil outcomes. However, no evidence is apparent concerning the

combined effect of two or more categories when they act on the pupil.

Empirical evidence obtained in this project has been in-

sufficient to warrant valid theory construction. In order for the

theory to be developed to be as comprehensive as was intended in the

r,ject, the evidence should meet several criteria. First, it should
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cover the domino Them findings, diffuse though they my be,

represent too many gaps to meet this criterion. Second, it should

be heuristic. Yet, the relations among the broad categories pre-

sented In Diagram 2 are quite sterile. Third, it should be re-

pro(lcible with consistency. Even though no formal evaluations

were made of the verifiability of results obtained in any study,

it should be pointed out that in an =comfortably large number of

cases contradictory relations have been reported. Furthermore, many

of the relations utilized were stated or claimed rather than found

to exist.

Clearly, the evidence collected in the project does not

meet any of the criteria to enable the inductive construction of a

theory frail it. Therefore, no emirical propositions could be

drawn free the data, especially none that would interrelate the var-

iables of school practice and consider their combined interactive

effect on pupil outcomes.
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SHIFT FROM THE INDUCTIVE TO THE DFOUCTIVE APPROACH

In a sense, the project could have ended when it was

concluded that the empirical inductive approach to developing a

network of relations was impossible. It seemed to the project staff,

however, that despite its limitations, the amount of data collected

must have some theoretical implications. Although the evidence

as summarized in the Taxonomic Model (Diagram 2) was sterile and

nonheuristic, it was felt that a shift from the inductive to the

deductive approach in theory building might produce a taxonomy,

or taxonomirls, which could still serve the theoretical objectives

of the project. This shift meant that empirical proposition a

could not be stated inductively, but that some basis could be for-

mulated which woad lead to the statement of hypothetical propo-

sitions.

In this shift to the deductive approach to theorization,

two alternative taxonomies were developed. The first was an

expansion of the category system emerging from the data as re-

ported in the Matrix (Table 1), and was called the Traditional

Model of Educational Practice. This expansion involved nothing

more than interrelating some of the empirically- obtained categories

and sub-categories upon which a systems model was superimposed.

The systems model helped bring in the pupil input variables as

an additional category. (The traditional model is presented in

Diagram 3 on the following page.)
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A second model was also built following the systems model,

but went beyond the category system suggested by the empirical

evidence. Diagram It present: what was eventually called the

Operations Model for Educational Practice. (See the following

page for Diagram 1i.) Even though the operations model ie presented

as a cube, it is not want to imply that meaningful rdationships

exist for every cell in the cube. It is only meant to point out

the theoretical possibilities
which might lead to their logical,

and eventually empirical, determination. In a sense, it may be

construed as &hypothetical periodic table, understanding that not

every cell will yield meaningful relationships.

The project staff thought the operations model was prefer-

able to the traditional model for the following reasons. First,

shifting the category eyetem from "educators" (teachers and ad;

rainistrators) to "operations!' opened the door to considering a

variety of factors as instructional sources. For example, com-

puters, curricular materials, peers, a variety of professionals or

parer-professionals,
environmental stimuli, or the pupil himself could

conceivably perform some part of the instructional fUnction. The

operations model concentrated not only on who or what would perform

the instruction, but also onwbat operations might affect pupil

outcomes.

Second, the model seemed to point up the need for deter-

mining whether or not the operations listed were in fact being
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effectively performed in the schools: For example, the data

revealed that in practic4 adequate diagnosis as an operation seemed

to be largely lacking. This second point is elaborated later in

the report since it was discussed at great length at the work-

conference.

Third, even if primitive, the operations model seemed

better organized than the traditional, model. It pointed out more

effectively the interrelation of input variables, operations, and

the bases for determining which operations should be performed with

which inputs in order to lead to the outcomes.

Fourth, the specification. of the bases for matching

operations with inputs clearly brought out that propositions need

not be based on empirical evidence alone. Other sources of know-

ledge, such as existing theories in other disciplines, and intuirs

tion, could provide some bases in the formulation of hypothetical

propositions.

Despite tolle admitted preference of the project staff for

the operations model, both models were brought to the large group

of consultants for review and consideration.

It w'e at this stage of development that the consultants

to the project were called together to a work-conference. The

conference task was described as (a) developing an alternative model

or expanding on either of the two presented, (b) interrelating the

variables of educational practice, and (c) formulating hypothetical
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propositions about the optiml), school variables which will lead to

the des fed nntnomee in specific terms.

The consultants in general agreed with the project staff

that the operations model was preferable to the traditional model.

However, several shortcomings of the model emerged in the ensuing

discussion. First, and interestingly, the consultants did not drop

the category system of the traditional model completely. Hitch of

the discussion centered around the teacher and her role as execu-

tor of the operations. The group manifested a general apprehension

and unstated reluctance to divorce the operations from the teacher

as their perferv'er.

It is possible that a different group of theorizers might

not have had this predisposition, and that the particular group

involved represented a frame of reference where the teacher played

a focal part. It is also possible, however, that a theoretical

!emulation meet have room to consider the performers of the operations.

The latter possibility would imply awed to expand the

proposed operations model to include a specification of who and/or

what wou2d be best suited to perform the operations. Hints at this

need ma be found in the discussions that took place at the work-

conference. There was considerable deliberation about the use of

computers as Instructional and diagnostic aids. Also, manipulation

of environmental variables was named as a means to expose children

to varying instructional stimuli which might bring about self-



direction. Self-direction further implied that pupils could instruct

themselves or each other. In actuality, the model was expanded later

to include a fourth dimension, the performers of operations.

While some of tha deliberations at the conference seemed to

constitute attempts to circumvent the shortcomings of the model,

others involved major points derived directly from the model.

Since these points later contributed to the development of the hy-

pothetical propositions, they are listed here in some detail.

1. Pupils come to school with initial differences in

potential ability and in past experience. The accurate and precise

determination of the type and amount of ability and experience unique

to each individual is an essential operation to be performed by

the school.

2. From an operational viewpoint, achieving pupil out- .

comes may best be defined as producing increments in pupil behaviors

starting with their initial baseline and moving toward the desired

outcomes. The size and direction of these increments must be deter-

mined for each individual idiographically rather than nomothetically

at regular intervals. This assessment of the process of education

is an important function of the school.

3. In order to produce the desired increments, a nuxrber

of operations need to be performed with both pupil inputs and other

inputs presented in the operations model. The effectiveness of the

operations in producing the increments must be determined empirically



by the schools.

h4 if there are critical developmental periods after which

pupil inputs can, at best, be altered by the expenditure of a die-

proportionately large amount of time and effort, the school may need

to concentrate on producing prerequisite behaviors before the cri-

tical period is ended. Hence, the critical periods suggested in the

psychological literature need to be tested in the schools.

5. The interaction of pupil input variables with one

another and with other variables, such as curricular methods and

materials, may produce differential increments for different indi-

viduals. For instance, the nature of the interaction between the

affective and cognitive domains needs fall specification. Not only

should schools be involved in such a specification, but they should

conduct continuing evaluation of changes in these interactions.

When a school is not equipped to perform this function, it should

receive assistance from outside agencies and other professions.

6. The school needs to structure and control the environ-

ment and then permit the pupil to make his own selections from air

ternatives presented to him. This was seen as having some desirable

consequences. First, it might help attain self-direction as a pupil

outcome. Second, where the bases are unavailable for matching pupil

inputs with other inputs childrenss behavior might provide empiri-

cal cues which can then be systematically tested. Third, the com-

bination of external structuring of the environment and the child's



.internal structuring which leads him to make his selections was seen

as a strong "s^tivativict factor In learning. Several types of rein-

forcement seemed to be operating in this combination. These in-

cluded external reinforcement typical of operant conditioning,

social reinforcement related to the achievement of socially ex-

pected behaviors, and internal reinforcement which results from

ability to manipulate the environment and from gaining the knowledge

sought.

7. Hierarchies may exist in (a) the desirability of out-

comes, (b) the relative importance of the input variables, and (c)

the relative importance of the operations. Hierarchies that can be

posited only hypothetically now, must be tested empirically through

research.

The last point given above seemed to be relevant to deriving

the optimum variables which might lead to the desired pupil outcomes.

However, when the question of optimums was raised, the lack of em-

pirical bases for the determination of these optimums weighted rather

heavily. Obviously, a theory cannot be any more clear, specific,

and precise than the statements supplied by the empirical evidence

on which the theory is based. The inadequacy of the empirical evi-

donee obtained in this study has already been discussed. Conse-

quently, it became clear that the probabilities to be attached to

the educational variables specifying their likelihood to produce

desired outcomes could not be determined from empirical data.
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The westion of logical probability versus empirical pro-

bability merits some consideration here. The prediction, nth° pro-

bability of rain tomorrow is .30," cannot be empirically verified,

but is based on logical probability. For, it will either rain to-

morrow, or it will not. Hence, the empirical probability of rain to-

morrow is either one or zero. Yet the prediction of 30 per cent pro-

bability of rain is based on the relative frequency with which some

factors observed in the past have been associated with the occurence

of rain. Before meteorology was so well developed as it is currently,

(and there is still room for improvement as any unfortunate believer

in the weatherman knows) the predictions were doubtless based on

broad correlative associations rather than precise evidence of cause-

and-effect. Consequently, they lacked accuracy in approximating the

necessary logical probabilities.

The analogy between meteorological and educational forecast

is clear. At this stage of theoretical development the predictions

made by the hypothetical propositions to be stated will necessarily

reflect logical mobabailties, These in turn will be based on crude

evidence, theories in other disciplines, personal experiences of the

participants in theorizing, and the intuition of forward-looking

educators.



THE FINAL THEORY AND TWO HYPOTHETICAL PROPOSITIONS
MINED MOM IT

After the general conference ended, the task was to reayn-

thesize all the pcInts suggested at the conference. The final theory

and the propositions derived from it are described below. Effort is

made in the subsequent narrative to give due credit to individuals

of groups contributing to specific formulations. However, the prin-

cipal investigator must assume responsibility for interpreting these

contributions.

AL330)tions underlying the tinal theory.

Seven assumptions underlie all of the following

theoretical and hypothetical formulations:

1. The propositions derived from the theory

must not contradict available data even though

these were found to be inadequate.

2. Education is broacny defined as modifying

behavior, and need not be Limited to school

alone.

3. Behavior can be modified in the schools.

14. Aspects of behavior to be modified by

schools are included in the six categories
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of pupil outcomes that were employed in this

project.

5. Individual differences exist among child-

ren both with respect to the status at which

they initially come to school, and with re-

spect to the rate and style with which their

behaviors can be modified in the school.

6. Any system which is to modify bahavior

must, itself, be continually modifiable.

7. Learning can take place onlyaitor there

is exposure to what is to be learned.

Description of the final theory.

The final theory resembled largely the operations model

presented earlier. This early three-dimensional formulation was

modified to include a fourth one, with the performers of the opera-

tions constituting the fourth dimension. Diagram 5 represents the

final four-dimensional theory. Since a four-dimensional figure

cannot be drawn on paper, one dimension is placed outside of the

cube, but should be construed to be related with each of the other

three dimensions. (See the following page for the Modified Opera-

tions Model for Educational Practice9 Diagram 5.)

According to the theory, changes which are produced in

pupils' initial behaviors and wh:ch correspond to the desired
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oubconee, become input variables for the next educational operation,

thus creating a feed -back loop.

Theoretically, each cell of the cube presented in Diagram 5

represents four coordinates: (a) an input variable withwhich(b) an

operation is performed by (o) a performer (d) on the basis of a theory,

empirical evidence, logic, or intuition. The following functional

relation is theorized between the total cube and the desired pupil

outcomes: as the number of cells involved increases, the prob-

ability of achieving the desired outcomes also increases. In other

words, the pupil outcomes are a direct function of the extent to

which variables in educational practice are integrated.

The theory serves several purposes. It helps identify

variables whose educational effects can be systematically tested

in the field. To the extent it systematically described educational

practice and its functional relation to educational outcomes, it

explains the causative factors in educational rchievement. The

functional relation between educational practice and outcomes also

serves a predictive function insofar as hypothetical propositions

are derived from it giving specific predications. It is both a com-

prehensive theory and a heuristic one. It deals with a large number

of educational variables rather parsimoniously and generates many

testable hypotheses. Since it is also accompanied by a glossary

with operational definitions, it seems to meet most of the criteria

for a useful theory. There is nothing final about this theory,
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however. In fact, a great deal of reformulation may be anticipted

resulting from its empirical test.

Two somewhat overlapping but comprehensive propositions

emanated from the theory. These comprise several more specific propo-

sitions which are discussed later in the report. The two propositions

overlap in the specification of the optimum means of achieving educa-

tional objectives. The difference between them lies in their pro-

posed hierarchies of outcomes.

A recommended hierarchy in the outcome category reflects

a value system, .social or educational $ which does not depend on

scientific evidence, and which is not testable. However, the hier-

archy in the educational practice variables must first be deter-

mined on the basis of the theory; next it must be tested empirically.

A tentative position is supported, for purposes of this projects that

both hierarchies of outcome categories which were proposed in the work-

conference may be served equally effectively by the same general fac-

tors in educational practice. Hence, the subsequent presentation

describes first the two proposed hierarchies and next the specific

set of hypothetical propositions posited to best lead to either of

the two hierarchies.

First suggested hierarchy of outcomes.

This hierarchy of outcomes was proposed mainly by Dr. N.

Fattu as part of the position paper he presented at the work-confer-

ence. The hierarchical scheme is given in Diciram 6. (See the



following page for Diagram 6, A Hierarchy of Outcomes Suggested by

N. Fattu.)

Self-direction and self-evaluation were presented as the

ultimate goal: of education, Immediately under this category three

categories of pupil outcomes were proposed: cognitive, affective,

and physical. The relationship between the three domains, however,

and the ultimate objective of self-direction were not specified.

Initially, three dimensions corresponding to Bloom's

taxonomy were distinguished for the cognitive domain: knowledge,

comprehension, and application. It was noted that this meaning of

"cognitive" differed somewhat from the meaning assigned to it through-

out this project. This difference seemed to emanate from the contrast

between cognitive domain and cognitive functioning. Cognitive func-

tioning in this project was defined by a number of mental processes

manifest in the pupil's behavior. These processes which could in-

clude recall, recognition, and retention, had no referents in know-

ledge content. The elments of the cognitive domain (knowledge, com-

prehension, and application) seem to include both some mental processes

and their knowledge content referents. This dichotomy was represented

then by breaking the cognitive domain into two categories: that of

knowledge including processes of recall, recognition, and retention

which need to be content-bound; and that of mental processes which

need not be content- and knowledge bound.

The third level in Dr. Fattu's hierarchy was labeled
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prerequisites to knowledge. This comprised tool-skills, perception,

and learning how to learn. All of these were stated to lead to

the cognitive domain. "Learning how to learn" also seemed to be

a prerequisite to self-direction and self-evaluation.

No prerequisites to the affective and physical domains were

specified. From one point of view, the affective and physical

domains could be, and have been, considered prerequisites to

learning. Cu the other hand, that learning takes place in these

domains is also well-established. Many studies have reported

changes in attitudes and interests as a result of exposure and

learning. Certainly the learning of self-concepts, of socially

and emotionally adjustive mechanisms, of deriving satisfaction

from a multitude of events, has not been studied adequately,

at least not in the schools. In the physical, domain, the

current research activity to determine the possible dietary causes

of cognitive functioning has not yet produced evidence that can

be utilized in the schools. These limitations in empirical

evidence are relevant not only to Dr. Fattuis formulation but to

the affective and physical outcome categories in general.

Second suggested hierarcihy of

Two groups,independently of each other, suggested placing

primary emphasis on cognitive outcomes. Two members of tin project

staff, Mrs. M. Gerhard and Mrs. A. Stasiewski composed the first

group. Some of the participants who were charged with formulating



a proposition composed the second group. They were Dr. M. Hughes,

Miss M. Martus, M. W. McCoy, Dr. R. Travers, and Dr. N.

Since the second group's formulation was hypothetd.cally limited to a

population of average four-year-olds with mixed backgrounds in a

reading program, some of the specifications were unique to this

situation. However, a sufficient number seemed generally applicable.

For example, some cognitive pupil behaviors listed were

discriminating objects and situations, labeling, recalling,

narrating, and presenting an organizational schema. The latter,

concepts of time, relations, cause-and-effect, relating, giving

analogies, naming similarities and differences, asking questions,

grouping and classifying, inferring, and decentering. The cognitive

behaviors referred to by the members of the project staff were

the same ones as those described earlier in the report. These

included such processes as analysis, synthesis, divergent pro-

duction, induction, deduction, and others.

Neither group specified clearly the relation of the

cognitive category to the other categories. However, the

hierarchical relation among them is derived here by extension

of what was formulated by both groups. It seams that cognitive

functions maybe learned; that is, behaviors representing the

prouvuouo maybe changed, or new ones maybe produced as a result

of educational practices. They may, however, also facilitate

learning in all other areas. For example, a child who utilizes



analysis in approaching problems of social adjustment, maybe more

likely to learn the adaptive behaviors than one who is not equipped

With the same cognitive tool. Emphasis given to the cognitive area

may imply almost equal emphasis being given to all other categories.

Conversely, to the extent that the other categories contribute to

better cognitive functioning in children, they may become the prereq-

uisites for the cognitive category. This type of feedback also cor-

reeponds to that specified earlier in the fine, theory.

Predicted optimum educational,practice.

The nucleus of the proposed optimum means of achieving the

desired outcomes for all individuals maybe described by one words

variety. The general prediction is that the optimum in educational

practice is approached more otiosely as:

1. The variety of input variables utilized is increased.

2. The operations performed are varied.

3. An increased variety of performers are available and

utilized for different aspects of the operation.

1. Alternative bases for operations are considered in

combinations.

TheThe proposed design, which follows, revolves around the

elaboration of the points above, and their integrated functional

0110,-
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relationship with the pupil outcomes.

Cr 13a8 the variety of input variables to be utilized. Several

categories of input variables were named in the theoretical presentation.

(be of these, the pupil inputs, consists of the experiences,

personality, characteristics, attitudes, abilities, and information

which the child brings with him when he comes to school. Increasing

the variety of input variables utilized means that any given

operation should be performed with as many input variables as

possible.

For example, pupilie personality characteriatice, attitudes,

aid interests, as well as their cognitive abilities and styles,

should be considered when pupils are matched with the performers of

instruction and with cultural and environmental inputs. If the

child is usually hyper-active and interested in everything,

cognitive activities should be structured for him which can be

facilitated rather than hindered by these physical and affective

characteristics. He is not likely to learn as much by sitting

with a computer for long periods of time as from exposure to

physical and environmental stimuli which have been carefully

structured to perform instruction. He may need short but frequent

periods of rest in an environment controlled in color, lighting,

temperature, and furnishings.

Another child, who, in contrast to the first, is slow in

his movements, concentrating in his efforts, and who has

-98-



well-defined areas of interest, may benefit from instruction

provided by a machine, or a teacher, and/or by materials

concerning his area of interest. He may function best in an

environment which has activity-producing bright colors. He may

not need long periods of rest. With him, rest may be achieved

by a short period of high level physical activity.

Individual differences in cognitive style deserve

similar consideration. For example, pupils who are character-

istically analytic in their approach to problem solving would

need materials to produce and strengthen other approaches.

The above examples point out how all variables need

to be interrelated and varied in order to match with each other.

Variation in the environment is as important as increasing the

number of pupil inputs treated.

Variations operations to be Although the "oper-

ations" dimension of the theory is far from being exhaustive,

its composition would probably be consided quite novel by many

schools. It deviates from the traditional concept that in-

structing the pupils and running the school smoothly are the

major functions of a school. Although some progressive schools

have undertaken curriculum modification and development, and

others have administered organizational changes, various opera-

tions performed in the schools have generally not been subjected

to scrutiny.
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The possible existence of a hierarchy among the opera-

tions to be performed was discussed earlier. During the course

of the work-conference, it was unanimously agreed that diagno-

sis is used broadly to include the assessment of pupils in the

traditional sense and the assessment of other input variables

such as curricula, environmental stimuli, time, and money, as

well as the effects they produce in combinations.

Without adequate diagnosis, there seems to be no way

to determine what operations need to be performed with what in-

put variables. Without adequate diagnosis, most attempts to

build new curricula or rearrange old ones must end in futility,

since no systematic evidence can be discovered either about

their appropriateness to any individual or group or about their

affecting any change in the pupil's initial behaviors.

Types of diagnosis needed include the assessment

of:

1. each pupil's initial level of cognitive, affective,

and physical developtent

2. increments produced in the pupil's input behaviors

which correspond to the desired outcomes

3. the other input variables (content to be learned

and time available) and their suitability to pro-

duce the desired increments

14. the role of the performers in producing the incre-

ments of behavioral, change
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5. the necessity for performing different operations in

achieving the desired increments

6. the logical relevance of the bases utilized in edu-

cational practice to the outcomes desired.

Al]. of the preceding must be continually assessed with the rat

bility and validity to allow necessary changes and modifications

needed in the total system. Since the current diagnostic prac-

tices in education have little, if any,resemblance to what is

described above, no polemic is needed concerning the changes in the

current system. It should suffice to point out that any school

or agency which undertakes to develop and reconstruct this

operation to include points CO through (6) would be 'committing

itself to a very demanding but absolutely essential task.

Assuming diagnosis maybe developed In a manner congruent

with the above designgtion, predictions concerning other operations

and their effects maybe derived from the theory. One can predict

generally that for educational practice to have maximum effect on

outcomes, as many operations as can be identified must be per-

formed simultaneously in the schools. Organizing variables

structurally to provide pupils with models of behavior, matching

input variables with one another (such as amount of available time

...th type of knowledge to be presented), exposing pupils to a

variety of input variables and performers, guiding them to be

responsible for their own selections and decisions, sequencing



experiences for pupils, obtaining or producing new input variables

are some of the many operations which a school, must perform. To

the extent that these operations may all be associated with

"instruction," the achievement of the outcomes will increase ns

the number of operations being simultaneously performed increases.

A third level of operations includes management; pro-

tection, and maintenance; information storage, retrieval, and dis-

semination; which are facilitators of the other two levels. As

these operations are rendered more efficient by applying modern

technological developments, the operations in the other twt, levels

maybe performed, more effectively. For example, diagnosis and

matching of input variables may gain efficacy by the use of ccm-

puters in storing and retrieving the relevant information needed.

different as sots of A

number of performers were listed in the final theory (See Diagram

5 on page 91a). This list differs from the traditional list of

administrators, teachers, and professionals who perform "special

services." It includes pupils, content specialists from the com-

munity, parents, pera-professionals, computers and other equip-

-tuft, materials, and stimuli in the pOsical environment, all all

as performers of operations. The theory helps predict that the

or comes will be achieved best if a variety of performers assume

responsibility for different aspects of a given operation. Using

matching of input variables may help elucidate this prediction.
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Insofar as the teacher determines which pupils will work with which

curricular materials, the teacher performs the matching of the two.

It is also possible for the pupil to perform this matching by

selecting the material he thinks he needs from among a bauctured

set of materials. In this instance, the teacher will have

performed one aspect of the operation, the pupil another; the

teacher will have matched the pupil(s) with a set of alternatives,

and the pupil will have matched his specific needs of that moment

with the material that will satisfy. them.

Many each examples can be sketched. The possible use -

fulness of content specialists in the community sharing the

operation of exposing pupils to amble information, the

para- professional's tutorial assistance in clarifying some points

to pupils, the parental role in diagnosing and exposing the child

to instructional environments, are all instances of utilizing

as many performers as possible in conducting an operation.

In all examples, the important thing to recognize is

that each performer of these functions can only execute apart of

the total operation needed. Hence, the prediction is based on the

logical extension that their aggregate has the highest probability

of performing the operation in its entirety. This, in turn, is

predicted to achieve the greatest uumber of desired changes in

behaviors.
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Alternative bases as determinants of the operations. Four bases

for the operations with the inputs were listed in Diagram 4: (1)

empirical evidence, (2) existing theories in other disciplines,

(3) the internal logic of the discipline, and (4) intuition.

Although any one of the four could provide a justifiable basis for

an educational operation, the strongest basis is empirical evidence,

the weakest is intuition. In all instances, combinations of two

or more of these four bases are likely to be much sounder than

any one alone because the combination implies greater consistency.

Hence, it is predicted that if combinations of bases for educe

tional practice are utilized, the probability of the practice

being the optimum one will be increased, This, in turn, will

increase the probability of achisving the desired outcomes.
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CONSPECTUS AND INPLICATRINS FOR SOBOOLS

Early in the project, concerted effort was made to in-

ductively develop a comprehensive theory of educational practice

based on empirical data. The data were found to be inadequate

for such inductive development, hence the method of approach was

shifted from inductive to deductive. The deductive method, con-

sistent with the empirical findings though not based on them,

resulted in a general theory of educational practice.

The theory serves to explain the functional relation-

ship between interrelated dimensions of educational practices,

on the one hand, and desired pupil behaviors as educational

outcomes, on the other. It is accompanied by a glossary of

operationally defined terms (Appendix B) and the set of assump-

tions listed earlier.

The theory also serves a predictive function. BYpotheti-

cal propositions derived from it are attempts to predict the

optimum practices which have a high probability of producing

the desired outcomes. These are stated as hypotheses that can be

tested empirically in the field.

Specification of ways to set up a school was not a pur-

pose of t1-1 project; however, the theorized interrelations among

the variables of educational practice and the hypothetical propo-

sitions can certainly furnish schools with useful guidelines.

In describing the predictions concerning what kinds of practices



may best achiave the desired outcome, effort was made to give

examples which are feasible to implement in a school; however,

this is a theoretical (and, perhaps, ideal) formulation which

was not meant for any given school. It includes major deviations

fruit the ways schools are currently constructed, organized and

administered. any a very progressive school, systems ready to

start an elementary school without any preconceived educational

traditicriss would be capable of testing a major pardon of the

theory at once. It is more likely that schools generally id.11

adapt same aspects of this theorized practice, but will have to

postpone others due to local limitations.

Implementatimi of the proposed practices would differ

fun school to school since each school would have a different

rot of initial substrate circumstances. The process of speci-

fying the application of the theory in asy given school may involve

several bteps. The status of the school must first be etyma-

sad in relation to the practices to be applied. Second, a plan-

ni.ng period and a tooling-in period would be required during

which time the school would prepare for implemcatation Sees

schools do not have behaviorally-stated educatienal objectives.

use schools vrould need time to incorporate the objectives given

in this study into their system. A school may need to establiSh

cooperative relations with outside agencies that can assist in

performing some of the required operations, such as diagnosis.
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A new school may need to be built designed to fit the desired.

program. Retraining of some persoralel and the recruitment of others

may be needed in order to perform the designated operations in

the prescribed manner.

Third, the school must develop a mechanism through which

its practice can be continually evaluated and modifified. This

necessity is derived directly frsza the sixth assumption under-

lying the theory 'which is that any system which is f-.o modify

behavior must, itself, be continually modifiable.

It is certainly hoped that these theoretical formulaidcas

be tested empirically, far ally upon such testing can the

true scientific value of the theory be determined. The systema-

tic approach reflected in this theory construction is only a

step in the direction of transforming education into a scienti-

fic endeavor. Its validity must be checked empirically in order

to achieve this purpose in actuality* th the basis of the test,

it must be modified and, perhaps, reformulated.

It is also hoped that by its comprehensive and heuristic

nature this formulation will stimulate much systematic research.

It may serve as the foundation for producing an integrated booty

of systematically-obtained knowledge. The evidence for the over-

whelming need for such knowledge is found in the results of the

reviews conducted in this project.

Finally, the study suggests that in its next phase

educational research might exchange its dissected and disconnected
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search waving unstated, unpredicted, and nonrational relations

for an integrated and systematic search of theory- based, opera-

tionally-stated relations.
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Sample Variable Card

Indirect Teacher

The indirect teacher demonstrates the following behaviors:
1. Accepts, clarifies and supports pupils' feelings

2. Praises and encourages
3. Accepts, clarifies and uses pupils' ideas

14. Asks questions to stimulate pupils' participation in

decision-making
5. Asks questions to orient pupils to school work
6. Spends a greater percentage of class time listening

to pupils rather than speaking.

V (Variable)

Source: E. Amidon and N. Flanders
The Role of the Teacher in
the classroom, Ana Arbor,

ichigan: School of Education,
University of Michigan, 1963 (Mimeo).

Sample Relation Card

Indirect Teacher Behavior Achievement in Mathematics
and Social Studies

Students of more indirect teachers (the teacher accepts, clarifies

and supports puiffiridsas and Mlings- praises and encourages;
asks questions to stimulate pupils' participation in decision-
making; asks questions to orient pupils to school work; spends a
greater percentage of class time listening to pupils rather than

speaking) scorediri.:Iermandardechievementtestsinmathe-
maticsand7Ociaratsomoredirectteadhers
UW-gialerlUCTurF117ENFTEFEEIEK-UITIRies, and/7302ns
authority).

Source: E. Amidon and N. Flanders

The Role of the Teacher in
e Broom ci Arbor,

chigan: School of Education,
Universit: of Michigan, 1963 (Mimeo).

F (Found)
K (Knowledge)

TS (Tool Skills)

R (Relation)
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SUMMARY OP RESEARCH FINDINGS: SCHOOL ORGANIZATION

The fallowing categories and subcategories brave emerged from an
analysis of data on eahoo.1. organization:

A. 2ialtill,.....saotices

1.0 Number of Groups

2.0 Size of groups

2.1 Small Gjoup

2.2 Large Group

3.0 Type of Group

3.1 Achievement or Ability

3.2 Multi -,age Groups

3.3 Pupil Teams

3.4 Individual or Independent Stu4y

B. Scheduling Practices

1.0 Block Scheduling

2.0 Changing Classes

3.0 Core Scheduling

60 Modular Scheduling

C. Instructional Personnel

1.0 Teacher Utilization and Assignment

2.0 Teacher Cooperation in Planning and. Evaluation

3.0 Number of Teachers

4.0 Auxiliary Personnel

D. GeneralPrograms (Eatire program has been credited for an observed
effect, rather than attributing it to one specific

variable)

1.0 Dual Progress Plan

2.0 New York City's More Effective Schools Prczram



3.0 Ncmgraded Programs

4.0 Team Teaching

11111111111111.1.111111.11.11010010101101111111111111111=10111.111.0011111.0111.1114111111

SOURCE

I. Grouping Practices

1.0 Number of Groups

DiaaWireR1Ntcwes
The number of groups id which a child
is placed has its greatest effect on
social-emotional development, and
pupil attitudes and interests.

Young children (grades 1 and 2)
described their teachers as more
punitive, less supportive when
they met several teachers

Slow learning child makes more

affectionate remarks about home
room teacher than does average
or above average child

Average and above average children
predicted that they would be
successful in school the following

year

1;1

Pupils could name many more peers 2XF

Not Related

Teachers knew more names of pupils IXF

Pupils come in contact with greater

number of adults

2.0 stela.21011

2.1 Small Group

Directljr Related to Pupil Outcomes

Small group instructor was
related to social-emotional

development, Placement in

groups of 5 to 32 in number
encourages oral participation

-3-

2,3

2

2

2,3

2

186
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2.1 continued SOURCE

Small groups were found to facilitate
learning in:

Knowledge

Tool Skills

Cognition

Small groups are usually utilized
for tool skills (arithmeticsreading)
at the primary level, so size of
group is possibly also a factor in
the high number of items recorded
under Achievement-Ability group:
Tool Skills

Not Directly 1elated

6XF

16%
14xF

1xF

91

41,116,120
128,200,201

240,282

Teachers working with small groups:

Changed from lecture to discussion 2XF 91

. Knew more about students' personal

history 1XF 178

Observed their students at work 1XF 226

Made recommendations re special
skills, abilities, needs of students IXF 226

2.2 Large Group

DirectRelatedutcaoms

Large group instruction has been
stated to have both positive and
negative effects on social-
emotional development

4-*-F

Some self-directive behavior has
also been attributed to this
variable

Large group instruction with TV
has been stated to increase tool

skills 815

2

2

183,184,185

235



2.2 continued N SOURCE

Not Directly LW. Related

large group instruction has had its
greatest effect on the teacher, and

the use of time, space and materials.
It has

Led to more efficient use of
time and space

Led to more efficient purchase
of materials

Freed some teachers for planning

and preparation

a Led to greater production and use
of audio - visual materials

3XE

33at

3XF

Teachers do not get to know students'

needs in large groups 1X

3.0 Type of Groin

3.1 Achievement or Ability (Including
data from non-graded programs using
differential ability grouping)

Direct Outcomes

Achievement or ability groups(students
are placed in homogeneous groups on the

basis of scores on achievement and
intelligence tests) appears to have a
significant impact on the development
of knowledge and tool skills for average

and above average children.

Knowledge 6X

1XNEF
8XE

(negative)

139,187,188

187

186,187

183,184,185

91

200
207,282

191

43,44,176



301 continued

Tool &Lila

SOURCE

Social-emotional development

Two negative effects have been attributed
to ability grouping:

13Xs

41xF

41,116,120

128,131,146
200,207,223

282

1XNEF
191

8XF 43,44,176
(negative)

3X5

3XNEF

2

2,41,128,240

191,282

The slow learning child placed in
low ability group tends to remain in
low groups 2X5 144

2XF 144

Superior children (IQ 2 or 3SD
above the mean) do not make the
achievement expected for their
ability 3XF 207

Not Directly Related

Net with pupil approval ].XF 161

Net with community approval 'IF 161

3.2 Multi-age Grouping

R1EERLTillkUIJDma!lama

Multi-age grouping (5-6-7, 6-7-8,8-9-10
year olds, etc., in one class)

Contributes to acquisition of know-

ledge 2X5 75,219

2XF

Facilitates learning of tool skills 6XF 75,219

Affects social emotional development 4X3 75,219

2XF
.6m



3.2 continued

Encourages self-direction

Improves pupil attitudes toward

school

Nalit910221011

Multi-age grouping

SOURCE

219

2XF 75

Allowed admini.trators to keep
class size equal regardless of
different numbers of children

at different age levels 2 XF 75,219

Kept teacher-pupil ratio equal

for all classes 2XF 219

Facilitates individualizing
instruction 2X 219

3.3 Pupil Teams

Dixect.....:12..Relatec...1. Outcomes

Pupil teams (2 or 3 children working
together without direct teacher instruction)

Had a strong effect on tool skills,
especially spelling and arithmetic 4X

irS
61,76

17
77

Led to self-direction(self-
evaluation) 2XF 61,77

atamcalklaid
Pupil teams for skill subjects
facilitated teacher's organization

of time 2XF

-7

76,77



SOURCE

3.4 Individual or Independent
Study

DirLiot3d ielato Pupil Outcomes

Individual or independent study

Affects pupils acquisition of

knowledge 15?
3XS
6XF 249,260

Improves tool Skills 5XF 157

8XF 249,260

Leads to further self-direction 121 157

4XF 249,260

114212422ELEAlad

Individual or independent study

Received community support

Received teacher support

II. Scheduling Practices

1.0 Block Scheduling

121.11.9.1.1.12t1R124 to

Block scheduling facilitated
correction of speech problems

Block scheduling provides for
teacher planning time during

school day

2.0 Changing Class_

Directly Related to Pupil Outcomes

Changing classes appears to have

positive effects on

Cocial-emotional growth

-8-
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1XF

161

161

79

iXF 3.0

161



2.0 continued N SOURCE

Pupils attitudes and interests

in school 3XF

Improved adjustment to Junior

High School program 1XF 161

Increased disciplinary problems 2XF 161

Tot Direct Related

Changing classes met with come
approval 1XF 161

3.0 Core selleAua.m.

pireatiRdatecutcomes.
Core scheduling was stated to affect

pupils'

Knowledge 2Xs 223

Tool skills 2Xs 223

ElliraSaliktkA

Core scheduling facilitated organization 1X5 223

Provided for more efficient and
economical use of materials 1X 223

Teachers approved of core

scheduling
lIF

223

Facilitaed in-depth preparation
by teachers 1X5 223

161,215

( Most data reported from core programs

such as the Dual Progress Plan wac
specifically attributed to the

achievement-ability differential
suhgrouping and is reported in that

section)



4.0 Modular Schedu.a ng

Dixeo3ly Related Pupil Outcomes

Modular scheduling is relatively

unknown in the elementary school.

As used in two middle school
programs it contributed slightly

Growth in self-direction 2XF

Improved pupil attitudes 2XF

Not Directly Related

Modular scheduling facilitated organization 2XF

III. Instructional Persormel

1.0 Teacher Utilization and
Assignment

Directutcomes

SOURCE

28,273

28,273

28,273

Teacher utilization and assignment
(including teacher specialization)

was stated and found to contribute

to pupil growth in knowledge, tool

skills, and motor skills as follows:

Knowledge SICS
2,28,126

5XF 161,232

Tool Skills 3XS 2,28,126

4XF 161,232

motor Skills 113 161

1XF 161



1.0 continued

SOURCE

Not Directly Related

Teacher utilization and assignment
(including teacher specialization)
has positive effects on:

Teacher morale 2X8 28,161

2XF 186,230

Professional growth 2X5 247
2Xw 247

Met with community approval 2XF 28,161

2.0 Teacher Cooperation inn Planningard.

Ebaluation

Direct Related to Pu it Outcomes

Teacher cooperation in planning and
evaluation was felted to contribute to:

Increased pupil knowledge 2X 217,276

Improvement in tool skills 3X5 217,276

Not Directly Related

Teacher cooperation in planning and
evaluation results in professional

growth such as:

Improvement in instructional
techniques 6x5 187,230,260

Curriculum improvement 2X 187,260

Greater objectivity in evaluating
pupils 2X

S
161,187

Increased teacher familiarity with
pupils abilities and past records 2X8 187,188



3.0 Number of Teachers

]i redly RelatecPupil atssmecs

The number of teachers appears to hang
little effect on pt:r, with the possible
exception of social emotional development

EalkadlUalikal

The number of teachers affects:

School organization

Teacher utilization

Auxiliar yier 8=4

SOURCE

24 2,161

2XF 187

2X5 126,187

2XF 126,187

utiugaug1212201 Outcomes

The use of auxiliary personnel (aides,

paraprofessionals, sub-professionals,
etc.) has begun to show some effect on

pupil growth in:

Knowledge 2 XF 60,143

Tool Skills 3XS 145

3XF

It is anticipated to affect:

Social-emotional development 2X5 26

Attitudes 2X5 26

Not Directlg Related

The use of auxiliary personnel:

Frees teachers from many
clerical, monitorial and

housekeeping duties 4X5 143,186

4XF 187,188



4.0 continued
fillaweisellesvarsismEINIONIIIIININNIMIsseselimaNIONIesaw

SOURCE

qmsritillmis

Permits time for planning and
preparation

s

4xF

Provides more teacher tin for
direct instruction

14XF

New program anticipate better
home-school relationships

partioulariy when aides represent
the midority group and can serve

as cultural liaison between school
and neighborhood 2X8

IV. General Pro ama ecific Variables Not
Indicated

1.0 Dual Progress Plan(Variables are core
and differential ability/achievement
grouping, teacher specialization, and

changing classes, each of which has been
itemized.)

Directly Related to Pu il Outcomes

Growth attributed simply to the Plan
(without specifyikg which variable)
include s

Knowledge

Tool Skills

Social-emotional growth

Pupil attitudes and interests

..130

3XF
2XNEP

3XF

3IF

3XF

143,186
187,188

143,186

187,188

26

161
126

161
126

126

126



1.0 continued

Not Directly

The Dual Progress Plan received

Community support 2XF

Teacher support 2XF

2.0 112ElmkCitylp More Effective

Schools Program

Directly_Related to Pupil Outcomes

Specific variables are reduced pupil-

teacher ratio, reduced class size,

increased instructional assistance

(in the form of an assistant principal

for each two grades), increased social

and health services, increased supplies

and equipment.

Increased pupil achievement has been

attributed to the entire program:

Knowledge

Tool Skills

3.0 Non railed Programs

Directly Related to Pupil Outcomes

5XF

5XF

Most of the effects can be attributed

to specific variables listed in previous

categories. The majority of studies of

continuous progress plans reported

significantly higher achievement in:

Tool Skills 36XF

Knowledge 10XF

Increased sociel and emotional

growth ixF

Positive effects on pupil attitudes

toward school 3XF

SOURCE

161

161

1W4

nal

41,116

120,128

200,282



3.0 continued

Not Directly Related

Nongraded programs received
community and teacher support

where careful orientation was
carried on prior to implemen-

tation

Nongraded programs which have been

dropped have:

Lacked community support

L acked teacher support

Were found to be more difficult

to administer

Had had insufficient parent
orientation

Had had insufficient teacher

preparation

D. Team Teach

Directly Related to Pupil Outcomes

In the many varieties of the form of

organizational pattern known as team

teachimsome common variables are
differential grouping (ability and

achievement), variations in group

size, teacher specialization and
utilization, cooperative planning and
evaluation. Most data from team teaching

reports have been filed under such

variables. In a few instances, increases

Knowledge

41,116

120,128

200,282

3XF 215



3.0 continued

Tout Skills

allawilelimpammilIMINI111111111111=1111111111111MMINNIIIIIMIMIONIIMONION~

Social emotional development

have bcom

teaching.
section.

attributed simply to team

These are reported in this

ELEIEIEELLAIltal

Team teaching received
teacher support

-16P.
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1XF

2XF

SOURCE

215

215

215
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SUMMARY OF lESEARCH FINDINGS: SCHOOL ADMINISTRATION

In reviewing tho raw data pertaining to the administrator and his

fUnctions, the following major categories and sub-categories have emerged:

A. GTOU I Traits and Personal Characteristics of Administrators

1. Age

2. Sex

3. Marital Status

4. Intelligence and Cognitive Abilities

5. Personality Traits

6. Interests and Attitudes

B. II Cultural and Back ound Knowledge: Trai Skills

Eperienc,e and Ratings of Administrators

1. Cultural and Background Knowledge

2. Training in Education

3. Knowledge of Educational Practices - Teaching

4. Knowledge of Educational Practices - Administration

5. Experience in Education - Teaching

6. Experience in Education - Administration

7. Ratings of Administrators - By Teachers

8. Ratings of Administrators - By Superiors



C. Grou III Attitudes Toward and Relationships of Administrators

with Pupils Utachers4.0ther Administratorst Superiors
omirttuarilgx

1. Attitudes and Relationships - Pupils

2. Attitudes and Relationships - Teachers

3. Attitudes and Relationships - Other Administrators

4. Attitudes and Relationships - Superiors

5. Attitudes and Relationships - Education

6. Attitudes and Relationships' Community

D. Group Iv Role Functions and School Behaviors of Administrators

1. Leadership Role of Principal - Democratic

2. Leadership Role of Principal - Authoritarian

3. Leadership Role of Principal - Paternal

14. Leadership Role of Principal - Laissez -Faire

5. Supervisory Role of Administrator

6. Administrative Role of Principal

7. School Behaviors of Administrator

E. Group V Or anizational Climate of the School

1. Open Climate

2. Autonomous Climate

3. Controlled Climate

4. Familiar Climate

5. Paternal Climate

6. Closed Climate



Grou. - Traits and Personal Characteristics of Administrator%

SOURCE

peal Related to Pupil Outcomes

Traits and personal characteristics

of administrators (age, sex, marital

status, intelligence and cognitive

abilities, personality factors, and

interests) appear to have no direct

effect as the six pupil objectives:

Knowledge

Tod]. Skills

Social-emotional

Self-direction

Cognitive Development

Attitudes and Interests Toward

School

Not Directly Related or Correlates

10 alAjgallelatEatE

1.1 The younger the principal at the
time of his appointment, the
higher his current scores of
executive professional leader-

ship. 1K.F 319,320

1.2 The older the principal, the
lower his scores of executive pro-

fessional leadership. F 319,320

1.3 There was no significant re-
lationship found between the

age of the principal and
administrative style re:

Preparation for decision
(the principal investigates
fully before making
decisions) IXNE

-19-
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N SOURCE

1.3 continued

Amount (volume) of work
produced in completing

tasks. UNEF 333

. High organization style
(schedules, specifies times

and tasks) 1XNEF 332

The organizational climate

of his school 1XNEF 308

1.4 Principals over 50 years of age:

Had a high degree of response

to outsiders(parents, commun-
ity members) 1XF 332

Stressed directing the work

of others 1KF
332

2.0 Sex of Administrator

2.1 There was no significant relation-

ship found between the sex of the

principal and his administrative

style re:

Preparation for decision (in-

vestigates fully before making

decisions) 1XNEF 333

Amount (volume) of work pro-

duced in completing tasks 1XNEF 333

Stress on organizing work 1XNE 332

The organizational climate
of his school 1XNE

F
308

2.2 There was no statist ally signi-

ficant relationship round between
the sex of a principal and his

score of executive

leadership. 1XF
319,320

-20-



N Sel13,CE

2.0 continued

2.3 Male Principals

Compiled with suggest-

ions of others 1XF 332

Stressed analyzing a

situation 1XF 332

2.4 Female Principals

Stressed exchanging int.

formation 3XF 332

Stressed maintaining organi-

zational relationships 1XF 332

Had a high degree of
response to outsiders 332

3.0 Marital Status of Administrator

There was no significant relation -

ship found between the marital
status of the principal and

. The organizational climate

of his school

His scores of ececutive
professional leadership

4.0 Intelligence and Cognitive

Abilities of Administrator

4.1 Principals of high

intelligence:

3IMF 08

1XNEF 319;320

Did not respond to the
pressures and demands of

outsiders 1XF
332



14.1 continued

Did not stress directing
others

Had a high degree of
professional leadership

4.2 There was no significant
relationship found between
verbal fluency and:

1XF 332

1X,

. Degree of discussion 1XNEF
before acting

Stress on organizing 1XNEF
work

14.3 Principals with high
verbal fluency:

Stressed preparation for 1XF
decision

Produced a large volume of 1XF
work while completing
tasks

Stressed exchanging
information

4.4 Principals who scored high
in tests of reasoning and
association:

Stressed preparation for 1XF
decision

Complied with suggestions 1XF
of others

Stressed analyzing 1XF

situations

319,320

332

332

333

333

332

333

332

332



4.0 continued

obstamagowww=malawaell

N SOURCE

4.5 Principals who learned new
material quickly:

Stressed preparation for

decision

Produced a large volume
of work when completing
tasks

4.6 Principals who were unable to
learn new material quickly
stressed giving directions to

others

14.7 Principals who scored low in
tests of seeing relationships
stressed maintaining organi-
zational relationships

5.0 bm0,..nalt.Altaits of Administrators

5.1 There was no significant
relationship found betrfreen

personality traits (stable-
unstable; secure - insecure;

dominant-submissive; mature-
naive; confident-shy; sociable -

sober; practical-impractical)

of administrators and
administrative style re:

41 Preparation for dacision 1XNEF

. Volume of work produced 1XNEF

5.2 Principals who were mature,
confident, sociable, stressed:

Exchanging information 1XF

Discussing rather than taking

action 1XF

-23-

333

333

332

332

333

333

332

332



5.0 continued

5.3 Principals who were
unstable and insecure:

Complied with suggestions
of others 1XF

Stressed maintaining
organizational relationships 1XF

Stressed organizing work IXF

5.4 Principals who were dominant
and practical stressed
analyzing situations

SOURCE

332

332

332

332

545 Principals who were naive,
submissive, and shy
responded strongly to
pressure from outsiders IX

F
332

5.6 Principals who were sober
and stable stressed
directing the work of others 1XF 332

6.0 Interests and Attitudes of

Administrators

6.1 There was no significant
relationship found between

the interests and attitudes
of principals and the volume
of work produced in completing

tasks 1XNEi, 333

6.2 Principals who had interests

like school superintendents

stressed:

Exchanging information

Maintaining organizational
relationships

332

332



6.0 continued

6.3 Principals who had interests

unlike school superintendents:

Complied with suggestions of

others

SOURCE

14,
332

Stressed organizing work 1XF 332

Stressed directing the work

of others 1XF 332

6.Z Principals who had interests

like public administrators

stressed:

Discussing with others 1XF 332

Analyzing situations 1XF
332

6.5 Principals who had interests
unlike public administra-

tors:

Stressed organizing work 1XF 332

Responded to the pressures of

outsiders 1XF 332

6.6 Principals who had interests
like lawyers stressed:

Preparation for deoision

Exchanging information

Maintaining organizational

relationships

6.7 Principals who had interests

unlike lawyers:

Responded to the pressures of

outsiders

Stressed directing the work of

others

-25-
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332

332

332

332



6.0 continued

N SOURCE

6.8 Principals who had interests
like policemen:

Stressed discussing rather than

acting 1XF 332

Complied with suggestions of

others 332

Stressed analyzing situations 1XF 332

6.9 Principals who had interests
unlike policemen stressed

exchanging information 1XF 332

6.10 Principals who bad interests
like psychologists stressed:

Preparation for decision

Exchanging information

6.11 Principals who had interests
unlike psychologists stressed
organizing work ixF

333

332

333

Group II. Cultural and Back ound S skill erienca
and Rattle; onarninistratora

DinctlX29211111222012aBlUL

The cultural and background knowledge; training, skills,

experience and ratings of administrators appear to have

no direct effect upon the aix pupil objeotives:

Knowledge

Tool Skills

Social-emotional Development

Self-direotion

Cognitive Development

Attitudes and Interests Toward School

-26-



SOURCE

Not Direo Related or Correlates

1.0 Cultural and....a.c....g1KnleBackounowda

141 There was no significant
relationship found between
the number of years of formal
education of an administrator
and the organizational climate
of his school IXNEF 308

1.2 There was no significant
relationship found between
the administrator's knowledge
of general culture and his
administrative style re:

Stress on discussion rather than
action

Stress on organizing work

1.3 Principals who achieved high
scores on tests of general
culture:

1XNEF 332

IXNEIF 332

. Stressed preparation for decision 111F 333

. Produced a large volume of work
in completing tasks IXF 333

. Stressed exchanging information IXF 332

. Complied with suggestions of
others IXF 332

4, Stressed analyzing situations 1XF 332

. Did not respond to the pressures
of outsiders lXF 332

. Did not stress directing others 1XF 332

-27-



1.0 continued
aNNIIII1111=1111111=101011111.1.0.01.01011110.11.11."4111m1=1111111111110urawsim

SOURCE

1.4 There was no significant
relationship found between
scores achieved by a
principal on tests of
mathematics and science and
his administrative style re:

. Stress on discussion 1XNEF 332

. Stress on organizing work 1XNEF 332

1.5 Principals who achieved
high scores on tests of

science and/or mathematics:

. Complied with suggestions of
others 1XF 332

. Stressed preparation for
deoision(science high) 1XF 333

. Produced a large volume of
work in completing tasks
(science high) 1XF 333

. Stressed analyzing situations
1XF

332

. Did not stress maintaining
organizational relationships 1XF

332

. Did not respond to the pressures
of outsiders 1XF 332

. Received high ratings of executive
professional leadership 1XF

2.0 Training in

319,320

2.1 There is a trend toward a
negative relationship between
the number of undergraduate
semester hours training in
education and the professional
leadership of principals 1XF 319,320

-28-



2.0 continued

2.2 There is a trend toward a
negative relationship between
the number of semester hours of
training in education and the
professional leadership of

principals 1X

N SOURCE

S
319,320

2.3 The greater the number of
semester hours preparation
in administravion, the lower
the principals' scores on
professional leadership 1XF 319,320

2.4 The quality of the under-
graduate and the graduate

courses in education needs

attention 1X5 319,320

3.0 ..2Knwisigeof Educational Practices-

Teachinx.

3.1 There was no significant
relationship found between
principals! knowledge of
educational practices and
administrative style re:

Stress on discussing before

acting

Stress on organizing work

3.2 Principals who achieved high
scores on tests of educational
practices:

1XNEF 333

1XNEi 332

Stressed preparation for decision 3.X 333

Produced a large volume of work
in completing tasks 1XF

Stressed exchanging information 1XF

-29-

333

332



N SOURCE

14.0 Itnraiducational Practices-
Administration

4.1 There was no significant
relationship found between
principals' knowledge of

administrative practices
and administrative style

re:

Stress on discussing before

acting

O Stress on organizing work

4.2 Principals who achieved high

scores on tests of accepted

administrative practices:

1XNE 333

UNEF 332

Stressed preparation for decision IXF 333

Produced a large volume of work

in completing tasks 1XF
333

Stressed exchanging information IXF 332

Did, not respond to pressures

from outsiders 1XF
332

5e0 Experience in Education - Teachin

501 There was no significant
relationship found, between

principal's number of yors
experience in teaching and

his:



5.1 continued

Stress on preparation for

decision

Volume of work produced

4, Stress on organizing work

The organizational climate of

the school

4, Scores of executive professional

leadership

5.2 Principals who had had
15 -19 years of experience

in teaobin responded to
pressures from outsiders

5.3 Principals who had had 20
or more years teaching
experience stressed directing

the work of others

6.0 gaprience in Education-Administration

6.1 There was no significant
difference found between the
principal's number of years

experience in administration

ode

N SOURCE

ixNEF

2XNEF

IXNEF

1XNEF

51GIEF

1XF

IXF

333

333

332

308

319,320,330

332,333

332,333

His scores of executive
professional leadership 2XNEF 319,320,330

4, Stress on preparation for decision 1XNEF 333

.1 Volume of work produced 1XNEp 333

-31-
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6.1 continued

N SOURCE

The organizational climate of
the school 1XNEF 308

6.2 Principals with fewer than
five years' experience in
administration complied with

the suggestions of others up 332,333

6.3 Principals with between 6
and 15 years* experience
stressed analyzing situations 1XF 332,333

6.4 The number of years of
educational experience of a

principal in his_preaent school
has a significantly greater
influence on the organizational
climate of a small school than
of a medium or large sized school 1Xp 308

7.0 Ratings of Administrators

1222RgEni

7.1 There was no significant
relationship found between
ratings given to administra-
tors by teachers on their

staffs and:

Stress on preparation for

decision UHF 333

. Volume of work produced 1XIEF 333

Degree of response to pressure

from outsiders UNE! 332

7.2 High ratings by teachers were
given to administrators who

stressed:



7.2 continued

8.0

01101111101111=01112111111MIMIMIININIolmmalwAcKelliammill01111101111111101

ealluallNr
N

Exchanging information XXF 332

Organizing work 1XF 332

Maintaining organizational
relationships (very high
rating) 1xF 332

7.3 Low ratings by teachers were
given to administrators

Stressed discussing before acting 111 332

(I Complied with suggestions of
others 1Xg 332

Stressed analyzing situations 1XF

Stressed directing the work of
others

Ratings of Administrators
Superiors

8.1 There was no significant
relationship found between
ratings given to principals
by their superiors and the
principals! stress on:

Maintaining organizational
relationships

Dlreoting the work of others

332

1XF 332

1XNEg 332

1XNEF 332

Volume of work (negative to
slightly positive) 21NEp 333

8.2 High ratings by superiors
were given to principals
who stressed:

-33-



8.2 continued

. Preparation for decision

. Exchanging information (very
high)

8.3 Low ratings by superiors were
given to principals who:

. Responded to outsiders (slightly
negative)

. Stressed discussing before
acting

4) Stressed analyzing situations

. Stressed organizing work

. Map lied with suggestions of
others (very low)

N SOURCE

1XF 333

1XF 332

liF 332

1XF 333

/IF 332

1XF 332

1XF 332

9.0 Won of Work

9.1 There was no statistically
significant relationship
found between the regional
location of the principal's
school and his score of
executive professional
leadership =TER 319,320

9.2 There was no statistically
significant relationship
found between the size of
the city in which the
principal's *whoa was
located and his score of
axe:m.1'7e professional
leadertihip 1XNEF 3190320



9.0 continued

SCOURCE

9.3 The larger the student
body of the school, the
lower the principal's
ascribed professional
leadership 1XF 319032P

10.0 Salary of Principal

10.1 There was no etatistically
significant relationship
found between the amount of
money received as salary by
the principal and his score
of executive professional
leadership 319,320

Grow ITT Attitudes Toward and Relationshi a of Administr tar with
ill Id

Di....2elated:keltp_iACrujisst.nes

The attitudes and relationships of administrators
toward pupils, teachers, other administrators,
superiors, education and community in general
appear to have no direct relationship on the
six pupil objectives:

Knowledge

Tool Skills

. Social Emotional Development

Self-Ddreotian

Cognitive Development

Attitudes Toward and Interests in School

-35-
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N SOURCE

Not irectlV Related or Correlates

1.0 Attitudeus120411211921!K
Administrabs.

1.1 Principals who valued the
educational needs of children
also stressed preparation for

decision 1XNEF 333

1.2 There was no significant
relationship found between
the level of empathy of a
principal and the
organizational climate of
his school 1XNEF 308

1.3 There MAO no significant
relationship found between
the principal's acceptance
of himself and others and

the organizational climate
of the school 1XNEF 308

2.0 Attitudes and Relationship of
Administrators -Teacher a

2.1 Teachers who perceive their

principals as personal-needs
fulfillment-oriented leads to

an increase in self-rating of

teacher effectiveness 1XF
318

24 Teachers who perceive their
principals as task-oriented

leads to a reduction in
teacher's:

Self-rating of effectiveness

Confidence in principal's

leadership

Expressed personal satisfaction

in school.

-36-
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2.0 continued
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2.3 Teachers who perceive their

principals as balanced between

goal-oriented and personal-
needs fulfillment oriented

exhibit:

N SOURCE

Confidence in principal's leader-
ship 1XF

Satisfaction with school

High self ratings in teaching

effectiveness

1XF

318

318

1xF
318

24 There was no significant
relationship found between
the level of empathy of a
principal and the
organizational climate of

his school ME, 308

205 There WAS no significant
relationship found between

a principal's acceptance
et himself and others and

the organizational climate
of his school UNE? 308

2.6 Only a slight positive
correlGsion was found
between the way leaders
believe they should
behave, and the way group
members described them as
behaving (Halpin) 1XNFF 308

2.7 Leaders believe they show
more consideration and
initiating structure than
group members perceive them

doing 1XF 326

-37-



N SOURCE

3.0 MAIIALELLItUddEgatiniJNE:
Administrators-Toward Self and

Other Administrators

3.1 The principal who rates
himself high on his
managerial skills is
rated low by his teachers

in professional
leadership lIF 319,320

3.2 The principal who rates
himself high on his ability

to provide professional
leadership is also rated

high by his teachers in
professional leadership 1XF 319,320

3.3 The principal's own
per of his own
leadership style has no

effect on:

Teacher effectiveness (self -

rated)

Teacher confidence in leader' -

ship of principal

1xF
318

Dry
318

Teacher's expressed
satisfaction in teaching lXp 318

3.4 Principal Teams (5
principals working in

close interaction
jointly administer 5
schools) led to:

Motivation of individual
principals to move into new

projects 121.5,

Motivation of individual
principals to self-improvement:
take professional training,
increase knowledge, through
reading, attend conferences, etc. 14

-38-
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284



3.4 continued

Increased willingness of
principals to risk failure:
become involved in major
organizational changes,
tackle controversial issues

Peer level feedback on
quality professional work

Mutual respect based on
demonstrated competencies

and human qualities

SOURCE

1XF 284

1XF 284

1XF 284

3.5 Democratic participation in
decision-making is positively

correlated with "most
successful" ratings received

by superintendents 2XF
316

3.6 There was no statistically
significant relationship
found between the number
(0,1,or more) of

administrative assistants
to an elementary principal
and his score of executive
professional leadership 1XNEF 319,320

4.0 Attitudes and Relationeala,

4.1 Principals whose administrative
superiors endorse their efforts
to improve teaching methods
demonstrate effective professional
leadership (ascribed to them by

teachers) 1XF

4.2 Principals whose administrative
superiors give them social
support (principal can talk

frankly about problems, etc.)
demonstrate higher degree of
professional leadership
(ascribed to them by teachers) 1XF

-39-

298

319,320



4.0 continued
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N SOURCE

63 Principals whose administrative
superiors allowed them to

participate in selection of
teachers are rated high in
professional leadership by

teachers lXF 319,320

4.4 The greater the degree of

professional leadership
ascribed to superiors by
principals, the greater the
degree of professional
leadership ascribed to

principals by teachers up 319,320

4.5 The second in command conforms

to the judgment of others more
than the first or the last 1XF 330

5.0 Attitudes of Administrators-Education

5.1 Principal's motivation in
becoming a principal:

a. Increased service motive

was significantly related
to high ratings of principals

in professional leadership 1XF

b. Upward mobility motivation
not related to ratings of

professional leadership up
c. Increased salary motivation

not related to ratings of

professional leadership 31E1

5.2 Principals who attach either a

great deal or very little
importance to managerial duties

are rated low in professional

leadership by their teachers up

319,320

319,320

319,320

319,320



5.0 continued
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N SOURCE

5.3 The principal who internalizes
the professional definition of
his role (curriculum
improveMent, counseling students,
introducing new teaching ideas,
etc.) receives high ratings on

professional leadership 1XF 319,320

5.4 Principals who devote much off-

duty time to the job receive

high ratings on professional
leadership from teachers 319,320

5.5 Active participation in
professional organizations is

significantly related to

effective secondary
administrative leadership 1XF 330

5.6 Principals who kept them-
selves informed through
reading, study, and
participation in in-service

programs for administrators
also had good staff relations

with their faculties 1XF 330

5.7 Educators, including
administrators, assign a higher

priority of importance to
intellectual tasks for schools

thau do non-educators 1X

6.0 Attitudes and Relationshillul
...Adrainiatommunit

6.1 As an aspect of the school
environment changes, the
attitude of the principal

changes:

When the socio-econorec status
of pupils is primarily lower

social class, principals
encourage parent participation

in school affairs l 298

F
330

-410.



6.1 continued

WilowszaWassassolesIsifio

N SOURCE

. When the environment includes
mostly upper middle class

children principals attempt
to suppress parent participation

6.2 The public school as a
domesticated organization is
slow to adapt its practices

and innovate change lXF

298

299

6.3 Active participation in
civic and fraternal
organizations is
significantly related to

effective secondary
administrative leadership 1XF 330

6.4 Administrators: Insiders or

Outsiders

a.

b.

Administrators appointed
from within the system:

Stress technical and
managerial rules IXF 299

Stress interpersonal
relations with other

staff members 121F
299

Administrators appointed
from outside the system:

Receive higher salaries 1XF 299

Receive more support from

superiors 1XF 299

Develop _re rules at

the institutional level
(which stress changes in
character of organiza-

tion) 1XF 299

Are impersonal in
relationships with other

staff members 1XF 299

042-



Group IV Role Ft:notions and School Behaviors of Administrators

Dirediltald221222dlatmes

No data has been uncovered Which directly related

principals' role functions and school behaviors with

the six pupil objectives:

Knowledge

Tool Skills

Social. EMotional Development

Self-Direction

Cognitive Development

Attitudes Toward and Interest in School

Not Directly Related Correlates
N

1.0 Leadpship Role olr Frincipa).-

Democratic

1.1 As the principal shares
his leadership with his
staff(members of the group

define common goals, develop

group feelings, plan work

to be done and how it will

be accomplished, etc.):

Teachers assume a greater

degree of responsibility US 370

The group develops self-
3701Xdiscipline

The leadership ability of
the group increases ucs 370

There is a balance between
initiation by principal and

by staff Us 325

Will more easily persuade
others to accept and try

his ideas 185 342



1.0 continued

N SOURCE .

1.2 As the principal shares with

his staff the responsibility .

for selecting new staff members

the quality of the staff is

improved 1X3 370

1.3 The administrator who shares

decision - making with the

group will:

Effect desired changes in

curriculum 1XF 371

Have a staff which expresses
satisfaction with the school 4X8 302304,364370

Effect improvement in teacher

performance
1X

S'
3016370

Receives high ratings from his

teachers on his professional

leadership 2XF 319,320

1.4 The principal who minimizes
distinctions of formal status:

Demonstrates a high degree of

executive professional leader -

ship(ascribed to him by his

staff)

Achieves staff cooperation in

improving school programs

ixF 320

us,2IF 320,370,371



ONSINIONININNOIMMIN

Will encourage his staff
members to bring him complete

and accurate information
prior to decision-making

Will encourage feedback on a
decision which has been put

into practice

2.0 Leaders Role of Prirsta17
Authoritiiiih--

2.1 A harsh, dominating official
leader results in:

N SOURCE

342

3142

An antagonistic, uncooperative

staff 1XF 370

Little task accomplishment 1X8 326

Low job satisfaction for teachers 1X5
326

Mich busywork 1X5 326

Minimum group achievement lEs 326

Few friendly relations among

staff 1105 326

2.2 A harsh, dominating official
leader:

Fiphasizes production 1X8 326

Sets arbitrary rules 14 326

Does not set a work example
for his teachers by his own

actions lEs 326

-45
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3.0 Leadership Role of Principal-

Paternal

3.]. A principal who makes all the
decisions for his staff members,
delegates few responsibilities,
checks details of the work of

others results ins

A submissive, dependent group which
does not accept responsibility

Teachers splitting into factions

N SOURCE

Little job satisfaction for teachers lX

14.0 Leadership Role of - Laissez-

Faire

4.1 A group with a leader who does not
tell teachers what he thinks; does
not restrict teachers' activities
or impose patterns; listens to all,

but avoids giving answers results
in a group which is:

Indifferent

Disinterested

. Lacks purposes or goals

Fails to produce

High in personal and sooial-needs

satisfaction

O Low in job satisfactions

5.0 visory Role of Administrator

5.1 A supervisor who makes changeE
based on evaluation will cause
increased staff acceptance of

change

.446-

1XF

1XF

lxs

us

S

326370

326

326

370

326

326,370

326,370

326

326

370



5.0 continued MIWIMIN111=111111111

SOURCE

54 A supervisor who puts his
staff at ease will be

accepted as a leader

5.3 A supervisor who promotes
job satisfactions of teachers
promotes high morale of his

staff 1Xs 370

5.4 A supervisor who encourages
self-evaluation by teachers

fosters teachers mho encourage
self-evaluation in their pupils 1X5 370

5.5 The use of a checklist system
for evaluating teachers results
in less effective teaching 1X3 370

us 370

5.6 Use of curriculum consultants
(master teachers with academic
preparation in subjects and
demonstrated leadership) to
replace department heads
(secondary school) results in:

. Broadened scope of teaohing(teachers
work together to combine disciplines
and strengths) 1X 331

Increased seeking of help by teacheislXs 331

. Increased communication and
interpretation of school program ?Is 331

Development of a curriculum
center 3Xg 331

Development of curriculum guides
by teachers 1X 331

Teachers increased use of
curriculum guides 18 331



SOURCE

6.0 Administrative Role of Principal;

Ca As the principal segregates
students who do not ocnforra to

academic or behavior
expectations of the school in

a special program (vocational,
general, etc.) for the remainder
of their school years, goal
displacement re tssul (teachers
have conferemes with parents about
pupil discipline more frequently
than they do about the school work
of the child) lX

F
298

6.2 A principal who provides
managerial support for his staff

receives a high rating from

teachers on his professional
leadership 1Xp 319,320

6.3 Principals who support teachers
in oases of conflict between
teacher and pupil receive high
ratings on executive professional
leadership 319,320

6.4 Principals who provide social
support for teachers (teachers

can discuss problems frankly)
receive high ratings on
professional leadership

6.5 The principal facilitates
individualizing instruction
for pupils through scheduling

variable:

319,320

. Period length 1X5 347

. Rotation of Oasses 31S 347

. Class size 'Xs 347

Grouping of students
311CS

347

a Time allotments 1Xs 347

448-



6.5 continued

N SOURCE

. Staffing 1X
S

347

O Meeting patterns 14 347

. Number of subjects studied by a

student 1X5 347

. Required subjects 1X
S

347

7.0 School Behaviors of Administrators

7.1 Having a principal who sets the

pattern of work for his staff by

his own actions (comes to work
early; stays late; meets deadlines
promptly; fulfills obligations,

etc.),

O Results in staff accepting same

responsibility 2X5 326,370

7.2 An administrator who makes
provisions for resolving
grievances increases the
morale of his staff 2X

S
357,370

7.3 Principals who must deal with
behavior of non-compliant teachers
reach farther and farther toward
the source of legal power
(superintendent, school board,
court) for more power to insure

compliance US 339

7.4 An administrator who takes
precautions to enema that
people in his organizatic-.

perform in ways to achieve
stated goals will:

Use more general and impersonal

rules 1X

Which will c .use a lowering of
visibility of power relations
between administrator and
organization members 1X

-49-

317

.317



7.0 continued

SOURCE

7.5 a. A principal who is aware
that a teacher or teachers
with whom he interacts
represent (s) a primary
group or linked primary

groups:

Will reexamine his use of legal

power to force compliance 1X

Will reexamine policies,
regulations, or traditions in
terms of current usefulness 1X3

339

339

Will change policies,
regulations, or traditional
modes of behavior which the
group designates as unfair
and objects to or refuses to
comply with 1X3 339

b. As a principal works with
a group of teachers who
consciously seek to
strengthen their social poweri.
his decision-making will be

increasingly influenced by
their demands 1XS 339

7.6 The greater the interpersonal
skills of the principal (resolves

discipline problems, handles
parental complaints, obtains
parent cooperation, etc.) the
greater the degree of
professional leadership:

Ascribed to him by his teachers
1XF

319,320

Ascribed to him by his superiors 1XF 319,320



7.0 continued

N SOURCE

7.7 Leaders who rate high in
both initiating structure
(getting the job done) and
consideration (concern for

social needs of workers)

effect favorable:

Changes in attitudes of group

members toward each other OF

Changes in group characteristics

toward harmony, intimacy,
procedural cleat: 1XF

7.8 Leadership behavior is
significantly related to
situational factors such as

t. In a large group, a

leader:

Becomes more impersonal lXr

Enforces rules and
regulations firmly and

impartially

b. In small groups, a leader:

Treats individuals
personally

Makes exceptions to

rules

Group V. T1.220r anizationamate of the
School

1XF

326

326

326

326

IxF 326

1XF
326

Directly Related to Pupil Outcomes

No data have been uncovered which directly relates the organizational

climate of the school with the six pupil objectives:

Knowledge

. Tool Skills



N SOURCE

Social Emotional Development

Self-Direction

Cognitive Development

Attitudes Toward and Interest

in School

Not Directly Related or Correlates

1.0 Open Climate

1.1 Teachers:

Have high morale 1X8 326

41 Maintain friendly relationships

among staff members 118
326

Work as kgroup to accomplish

goals 1.X5 326

el Have high production 1X5 326

1.2 Principal:

Sete example for his teachers by his

own work patterns 2X5 326,370

Assists teachers with problems

Shares leadership with teachers

Uses indirect method of control

2.0 Autonomous Climate

2,1 Teachers:

Choose own goals, achieve them

quickly

Work as a group to accomplish
goals

-52-

2X5 326,370

326

1X8 326

326
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2.1 continued
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N SOURCE

Express eatisfaction in their

work
Us 326

2.2 Principals

Sets an example for his teachers

by his work patterns Us 326

Uses many facilitating procedures

for routine matters is 326

4)
Runs organization as a business Us 326

Does not check up on teachers 1X 326

3.0 Familiar Climate

3.1 Teachers:

O Achieve little task accomplishment Us 326

Express high personal-needs

satisfaction
lgs 326

Have many close friends among
31 326

Try to tell each other what to do Us 326

3.2 Principal:

Gives little or no direction by

word or example
Us 326

Does not criticize teachers US
326

Uses many facilitating procedures

for routine matters
1XS 326

4.0 Paternal Climate

staff

14.1 Teachers:

Split into factions; do not work

together
326

Express little satisfaction (task

accomplishment or social needs) 2Xq 326,370

43.



14,0 continued

N SOURCE

4.2 Principals

. Does not provide an example for

his teachers 1Xs 326

. Constantly checks, monitors, tells

teachers what to do 1X3 326

. Does all scheduling, class
changing, etc., personally 1X5 326

. Does most routine reports, etc.,

himself 1X6 326

54 Controlled Climate

5,1 Teachers:

Work hard, get tasks done 1XS 326

. Express satisfaction with school

re task accomplishment 1X
s

326

. Have few friendly relationships

among staff 1X3 326

. Have excessive amounts of paper

work and routine reports 1% 326

5,2 Principal:

op Is dominating and directive 1X3 326

. Communicates through directives

rather than personal confrontations Us 326

. Emphasizes work production 1X$ 326

. Delegates few responsibilities;
does not share leadership 1X 326

Deemphasizes social -needs

satisfactions 1X3 326



N SOURCE

6.0 Closed Climate

6.1 Teachers:

State no satisfactions (task or

eocial-needs) 2X5 326,370

Do not work well together 1X8
326

Do nkA feel sense of purpose 1X5 326

Have many routine reports, etc. 1X3 326

Nave above average turnover 1X5 326

6.2 Principal:

Does not set an example by working

hard himself 1X3 326

EMphasizes production, task

accomplishment lXs
326

Uses inflexible rules and

regulations 326

Gives no decision-making power
to teachers 1X8 326

7.0 No statistically significant relation-
ship has been found between the type of

organizational climate of a sclwol and

the principal's:

Age 1XFN
E

Sex 1X,FNE

Marital Status 1XFNE

308

308

308

Number of years of formal education 1X,FNE 308

Number of years of administrative

experience 1XFNE 308

Level of empathy 1XFNE 308
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SWIM OF
TEACHER CHARACTERISTICS ROLE FUNCTIONSAILCLASZ....23121#2612

In reviewing the raw data pertaining to the teacher sub -system the

following four major teacher variable categories emerged*

Group I-Teacher Traits Personal Characteristics and Out-of-Class

Behaviors

A. Age
B. Sex
C. Marital Status

D. Intelligence
E. EMotional Adjustment and Stability

F. Attitudes (general)

G. Childhood and Adolescent Experiences
H. Intereats and Activities (out-of-school)

I. Culturol Background vs. Teacher Training

Jd Socio-economic status

K. Influences Affecting the Teacher's Choice of Entering Teaching

Group II-IlecALTrainowledgej.eSkieriencel
Ratings and

Sal.sa

A. Training and Knowledge

Ai Methods Courses, Psychology Courses

A2 Subject Matter (specific contort area such as Mathematiosp

Science, etc.)

B. Recency of Training

C. Type of College Attended (University vs. small college)

T

E. Grade Level

F. Subject 1pecialisation

G. Interest in Subtleat Matter
H. Number of Years of Teaching Experience

Id Ratings of Teacher
Xl - By supervisors or other personnel

12 - By self
13 . Incb\reotly via pupil achievement scores

J. Inservice Training

Group III-Teacher Attitudes

A. Attitudes toward Pupils

B. Attitudes toward Administrators

C. Attitudes toward Teacher's

D. Attitudes toward Classroom Practices

E. Combined Attitudes toward Educatign

-56-



Group IV- Teacher Role Functions and Classroom Behaviors
in terms of personalityWinMassrocm)

A. Modes of Presentation
3 Eireot Modes of Presentation

These encompass autocratic, bighly-controlling, direct
(Flanders), dominative, teacher-centered, lecture and
highly structured.

2. Indirect &des of Presentation
MrseirTincompalwirifefiraeraw-controlling9 indirect

(Flanders) integrative, learner-centered, discussion

and responsive (0Miller).
3. Laissez -Faire Mode of Presentation

4. Logical Mode of PrelentiiaTTECSmith)
B. Goal Statement

GoalsClear4-17
2. Unclear Goals

3. Combinations
a. Goals with Pupil Valence

b. Goals with mode of Presentation
c. Goals with Pupil Personality Type

C. Verbal Hothalk
Da Achievement Grollamajg.tala
Ee Disci line

le Clarity
2. Firmness

F. EdiaLsE.Ital
G. Teacher Clastmom Behaviors(Teacher personality traits displayed in

class)
1. The Self-Controlling Teacher (orderly, well-planned, dominant,

dislikes change) with:
aa all personality types of pupils
b4 uniform groups of striving pupils
o. uniform groups of conforming pupils

d. uniform groups of opposing pupils
e. uniform groups of wavering pupils
f. children over 12 years of age

g. gifted children
h. underachievers

2. The Turbulent Teacher (critical, verbally aggressivesimpulsive,

shows high variability in classroom behavior) walls

a. all personality types of pupils
b. uniform groups of striving pupils
(4 uniform groups of conforming pupils

d4 uniform groups of opposing pupils
e. uniform groups of wavering pupils
f. subject area

-57-



3. The Fearful Teacher(displays insecurity and fear) with

a. all personality types of pupils

b. uniform groups of striving pupils

0. uniform groups of conforming pupils

d. uniform groups of opposing pupils

a. uniform groups of wavering pupils

f. subject area

4. The Warm, Friendly, Understanding Teacher

5. The Responsible, Businesslike, Systematic Teacher

6. The Stimulating, Imaginative Teacher
7. A Combination of Two Teachers with Different Personality

Types (turbulent and self-controlling teachers) with All

Personality Types of Children.
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I. TeacherTraits, Personal Characteristics and Out-of-Class Behaviors

DiroctlY2212I2LILEREilaWITA

1.0 Teacher traits, personal characteristics and out-of-class behaviors
suoh as age, sex, maritaal status, intelligence, emotional

adjustment and stability, general attitudes, out-of-school
interests and activities, childhood and adolescent experiences,

culturn1 background and socio-economic status have no direct
effect upon the six educational objectives in terms of:

PUpills knowledge

lbol skills

Social-emotional adjultment

Self 'direction

Pupil's use of cognitive processes

BTU's attitudes towards and interest in schooling

IMMINDOMMINOINININISSIwwMIONNII

l'Imar-9.911/1elated t2.:NahlAllastua

The data gathered in this category appears
to indicate that:

N SOURCE

1.0 The intelli ence of the teacher does
have a slight positive effect upon
his role functions 2XF 14214,1471

2.0 The ositive-emotional
stability of the teacher increases his
social effectiveness with pupils 2XF 1.1147,1471

Correlates

1.0 Aaagagha(both elementary and
secondary teachers)

1.1 Teachers under 30 demonstrates

low verbal skills (word recognition
and use of verbal analogies) lXp

1XF
O fore child- centered and permissive

education :Al viewpoints

1.471

1471



1.0 maimed N SOURCE

1.2 Teas:tors between 30..39 years
of age demonstrate:

(I a high degree of warm, friendly,
understanding classroom behaviors 1XF

471

a high degree of responsible,
businesslike, systematic cla5sroom
behaviors 1XF 471

1.3 Teachers between 40-54 years of
age demonstrate :

low emotional adjusi,fr;Ant and stability lig 471

a high degree of stimulating,

iraglnative classroom behaviors 1XF 471

1414 Teachers over 55 years of age

demonstrate:

. low emotional adjustment and stability 1XF 471

4. a low degree of warm, friendly,

understanding, classroom behaviors 12EF 471

. a low degree of stimulating,

imaginative classroom behaviors 1Xi? 471

2.0 Sex of Teacher

2.1 Male teachers, both on the
elementary and secondary leveler
demonstrate greater emotional

adjustment than female teachers 1XF 471

2.2 Male teachers on the elementary

level demonstrate:

greater positive attitudes towards
pupi:s than female teachers lig 471

e less responsible, buemesslike,

systematic classroom behaviors
than female teachers

-60-
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2.0 continued

N SOURCE

203 Male teachers on the secondary
level demonstrate:

more traditional, teacher-centered

educational viewpoints 1XF 471

2.4 Female teachers, both on the
elementary and secondary levels

demonstrate:

greater participation in leisure-
time activities and interests 1XF 471

greater verbal skills (word
recognition and use of verbal

analogies) IXF 471

2.5 Female teachers on the
secondary level demonstrate:

greater verbal skills than their

male colleagues 1XF 4T1

more positive attitudes toward

pupils than their male colleagues 1XF 471

3.0 Marital Status of Teacher

3.1 Married elementary teachers
demonstrate:

greater emotional adjustment
and stability than single
elementary teachers liF 471

. greater participation in leisure-
time activities and interests 1XF

471

. more positive attitudes toward

pupils 1XF 471

. more permissive, child-centered
educational viewpoints /XF 471
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I continued N SOURCE

a high degree of warm,friendly,

understanding classroom behaviors 1XF 471

a high degree of stimulating,

imaginative classroom behaviors

a high degree of responsible,

businesslike classroom behaviors

1XF 471

1XF 4n

3.2 Married secondary teachers
demonstrate:

greater emotional stability than
1XF 471

greater participation in leisure -
1XF 471

single secondary teachers

time activities and interests

a high degree of stimulating,

imaginative classroom behavior 1XF 471

3.3 Married teachers on lboth. levels

(one might conclude from the

above data) demonstrate:

greater emotional adjustment and
1XF 471

greater participation in leisure-

1XF 471

stability

time activities and interests

O a high degree of stimulating$
IXF 471

4.0 Childhood and Adolescent Experiences
of Teacher playing sclool, taking care

of young children) are correlated with:

positive attitudes toward pupils 1XF 471

positive attitudes toward teachers 1XF 471

. positive attitudes toward administra-

tors 1XF 471

imaginative classroom behaviors



3.1 continued

SOURCE

more permissive, child-centered

educational viewpoints 1XF 471

a high degree of warm, friendly,

understanding classroom behaviors 1XF
471

a high degree of stimulating,

imaginative classroom behaviors 1XF 471

a high degree of responsible,

businesslike, systematic classroom

behaviors
1XF 471

5.0 Teachers atin in Manz Out-of-

School Activities and Interests

demonstrate:

greater emotional adjustment and

stability 1XF 471

. positive attitudes towards pupils 1XF 471

positive attitudes toward teachers 1XF
471

positive attitudes toward

administrators 1XF
471

. permissive, child-centered
educational Vi6iipoints 1X1 471

a high degree of warm, friendly,

understanding classroom behaviors 1XF 471

a high degree of stimulating,

imaginative classroom behaviors 1Xp 471

. a high degree of responsible,

businesslike and systematic

classroom behaviors 1XF 471
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N SOURCE

6.0 leachers-Active Partici ation in
Religious Activities teaches
Sunday Schoolsworks with church
in some capacity) is correlated

with:

. a high degree of warm,friendly,

underctanding classroom behavior 1XF 471

7.0 Influences AffectitalltdmrajNa
ottAgailmONmshingis correlated with
his use of self-enhancing responses

teaohers who stated that their choice

was made on the basis of obtaining

"satisfying school experience",
"opportunity for pupil service",

and "desire for intellectual growth"
demonstrated excessive use of self-

enhancing responses

teachers who state that their choice

was made on the basis of obtaining

"favorable prospects for advancement"
demonstrated avoidance of use of self-

enhancing responses

F 1:73.

1171

II Teacher s Trainin 151g2....scassil ElLacilERatingsand Saar

Palls1.42.0§1211211_Pupil

1.0 Teacher's Training and Knowledge

1.1 Teachers, who have training and
knowledge in the general field
of education (methods courses,

courses in psychology) and in

subject matter (a specific field
of content-Englidh or Science or
Mathematics),are found to have

re...significant effects upon:

4.01110110



1.1 continued

N SOURCE

pupil's knowledge as measured
by achievement tests

pupil's tool skills as measured
by achlavement tests

1.2 With teachers, who lack training
and knowledge in the general field
of education (methods courses,

psychology courses) and in subject
matter (a specific content area)
and who use a indirect mode of
presentation, pupils demonstrate:

2xF 424,471

2xF 24,471

lower achievement in knowledge 1XF 405

lower achievement in tool

skills 1XF 405

2.0 Teacibiz......iSub'ectMatter

2.1 The teacher's interest in subject
matter results in:

increased achievement in pupil's
knowledge 1XF 424

increased achievement in pupil's
tool skills 1XF 424

3.0 Teacher's Ratius(by supervisors)

3.1 Pupils whose teachers were rated
low by their supervisors demonstra-
ted:

increased achievement in knowledge

as measured by achievement tests 2 XF 424

increased achievement in tool
skills as measured by achievement
tests 2 XF 424

65,0



SOURCE

Not Directl

1.0 Teacher's Trainin and Knowledge

1.1 The teacher's earlier scholarship

(over-all achievement in high

school or college including
practical teaching courses) has

no significant effect upon his

role functions

1.2 The teacher's professional
knowledge as measured by the

National Teacher Examination
has a positive effect upon his

role functions.

1402

1X 424

1.3 The teacher's recency of
training (within the past

four years) has no effect upon

his role functions. IXF 471

2.0 Teacher's Skills and Abilities

2.1 The teacher's high ideational
fluency (score on divergent

thinking) positively affects
the supervisor's ratings of

the teacirr 1XF 437

2.2 The teacher's high creative
ability results in a greater

display of positive and negative
emotions related to his pupils

in the classroom. 1XF 391

3.0 Teacherice sirrainin

3.1 Teachers receiving inservice

training under a learner-
centered climate demonstrate:

increased use of cognitive processes 1XF 462

increased knowledge in subject matter Up 462

positive attitudes towards pupils 1XF 462

.66-



Correlates

'.67..

...........

N SOURCE

1.0 Nuralsofteacher tralpim
EtibVLIEELLA.....AFRC 6692211E
attends

1.1 The number of years spent in
teschernintk four, six
or more, has no effect upon

the teacher personality traits

(Warm4riendly, understanding,
responsible, stimulating)

displayed in the classroom.
1XF

471

1.2 Remo; of wilege training or
additionftl C011megraperleth4"

the past four years is correlated

with:

. greater emotional adjustment and

stability of teacher 1XF 471

. positive attitudes toward pupils 1XF 471

. positive attitudes toward teachers 14 471

. positive attitudes toward

administrators 1XF 471

permissive, child-centered
educational viewpoints 1XF 471

op a warm, friendly, understanding

pattern of classroom behavior 1XF 471

. a responsible, businesslike,
systematic pattern of classroom

behavior 1XF 471

. a stimulating, imaginative pattern
of classroom behavior 1XF 471



1.0 continued

1.3 Teachers attending large
universities rather than

small colleges demonstrate:

no difference in type or

amount of time spent in
leisure-time activities

N SOURCE

1XF 471

more permissive, child-
centered educational view-

points 1XF 471

more stimulating, imaginative

classroom behaviors OF erl

2.0 Level-Elementary or Secondary Grade

2.1 Elementary teachers demonstrate
permissive, child- centered

educational viewpoints while

secondary teachers demonstrate
traditional, academic-centered
educational viewpoints 1X

2.2 Elementary teachers of grades

K-3 compared with elementary
teachers of grades 4.6 demonstrate:

greater emotional adjustment and

stability

more time spent in leisure-time

activities

. more time spent in professional
related activities

2.3 Elementary teachers compare,: with

secondary teachers in general

demonstrate:

F 471

IXF 471

IXF 471

1xF 471

more time spent in leisure-time and

professional related activities 1XF 471



OfIllsofIlIZIOrmsfW

3.0 aNASELIVIEWJEttala

Subject specialization is related
to the teacher's mode of presentation
(direct modes or indirect modes),

classroom behaviors in terms of
personality traits displayed in the
classroom and his educational view-
points.

301 Teachers of practical courses,
applied courses and of the
humanities demonstrate:

N SOURCE

more indirect modes of presentation 2XF 479,480

more relaxed, warm classroom
behaviors 2XF 471,479

. more permissive, child-centered
educational viewpoints 2XF .471,479

3.2 Teachers of Science and
Mathematics demonstrate:

more direct modes of presentation 2XF 479,480

more nervous and critical classroom
2XF 471,479behavior

more traditional, teacher - centered

academic educational viewpoints 2XF 471,479

44.0 §0122L12.9.12.11RaIlm92011121.2011
Other Variables

4:.1 =eat specialization and Grade
Level

Secondary science teachers in
general displaying the greatest
emotional adjustment and stability 1XF 1471
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4.0 continued

4.2 Sub jeot ecialization Grade
Rivet and

4.2a Elementary teachers who

are specialists in both

mathematics and science

and teach both subjects

and who are 40-54 years

of age demonstrate the

most responsible,businesslike
systematic classroom behaviors 1XF

4.2b Elementary teachers who are

specialists in English and

Social Studies and teach both

subjects and who are over 40

years of age demonstrate a

high degree of responsible,
businesslikessystematio class-

room behaviors 1XF

SOURCE

471

471

40 Qgt1221atsiallzgkELJSkdLknrgL
and Sex

4.3a Elementary women science
teachers demonstrate the
lowest degree of warm,
friendly, under standing

classroom behaviors 1XF 471

4.3b Secondary women English
teachers demonstrate low
emotional adjustment and

stability 1XF 471

4.3c Secondary women English and

Social Studies teachers
demonstrate a high degree of

warm, friendly, understanding

classroom behaviors lXF 471
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4.3 continued ellimimmi0111101111111111ENN11/1 4111111

SOURCE

4.3d Secondary women Social
Studies and Science
teachers demonstrate a
high degree of stim-
u.141,...ng imaginative

classroom behaviors 1XF 471

4.35 Secondary women Math-

ematics teachers
demonstrate the elatest
degree of responsible,
businesslike systematic
classroom behaviors 1XF 471

4.4 §192122IAR2skaullsnaastAnaa
and Marital Status

The combination of subject
specialization, grade level taught

and marital status appear to be
related to teacher personality
traits displayed in the classroom

and the teacher's emotional
adjustment and stability

4.4a Elementary,single Mathematios-
Science specialists who teach
both content areas demonstrate:

responsible, businesslike,
systematic classroom behaviors 1XF

. stimulating, imaginative
classroom behaviors

1471

1XF 471

-71-
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4.4b ElemgmELAgkl,English-
Social Studies specialists
who teach. both content areas

demonstrate:

responsible, businesslike,

systematic classroom behaviors 1XF
471



4.4 continued

SOURCE

4.40 Elementarwarried,
Mathematics-Science
specialists who teach
both content areas

demonstrate:

high emotional adjustment and

6bility IXF 471

64d Elemeriar married

English-Socia Studies
specialists, who teach both

content areas demonstrate:

high emotional adjustment and

stability 1.XF

1XF

warm, friendly, understanding

classroom behaviors

4.4e Secondarhe English-
Social Studies specialists

and Mathematics-Science .

specialists demonstrate s .

471

471

responsible, businesslike,
systematic classroom behaviors 14 471

4.4f Secollar,t_sltratMathematics-
Science specialists demonstrates

warm, :N.iendly, understanding

behaviors

stimulating, imaginative class-

room behaviors

4.4g asalammarad teachers
of English and Social

Studies demonstrate:

warm,friendly, understanding

. classroom behaviors

stimulating, imaenative
classroom behaviors

-72-

1XF 471

14 1:71

1xF
471

1XF 471



N SOURCE

5.0 Tho Number of Years of Teachin

The number of years of teaching
experience related to the teachers
emotional adjustment and stability,
his educational viewpoints and the

personality traits he displays in

the classroom.

5.1 Elementary teachers with less
than 5 years of experience

demonstrate:

high emotional adjustment and

stability 1XF 471

permissive and child-centerea
educational, viewpoints 1XF 471

5.2 Elementary teachers with 5

to 9 years of experience

demonstrate:

warm, friendly, understanding

classroom behaviors

responsible, businesslike,
systematic classroom behaviors

4, stimulating, imaginative
classroom behaviors

5.3 Elementary teachers with 10 or

more years of experience

demonstrate:

1$F 471

ixF 471

1XF 471

traditional, teacher-centered
academic educational viewpoints IXF 1471



5.0 continued

N SOURCE

5.14 Secondary teachers with 159
years of experience demonstrate:

traditional, teacher-centered

academic educational viewpoints IXF 471

warm, friendly$ understanding

classroom behaviors 1XF
1471

stimulating, imaginative

classroom behaviors
1XF 471

responsible, businesslike,

systematic classroom behaviors 1XF
471

6.0 Ratings of Teachers

6.1 Supervisor's high ratings of

teachers were positively correlated

with:

teacher's positive attitudes towards

pupils, teachers and administrators 2XF 471,472

1XF 471

41 teacher's traditional, teacher-

centered educational viewpoints

6.2 Teachers' high self-ratings were

positively correlated with:

air 1471

. teachers' positive attitudes toward

pupils, teachers, administrators 1XF 471

. teachers' permissive, pupil-

centered educational viewpoints 1XF 471

. warm, friendly, understanding

classroom behaviors 1XF
471

. responsible, businesslike,
systematic classroom behaviors IXF

471

. stimulating, imaginative classroom

behaviors 1XF
471
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7.0 Teachers' Ratinas of Pupils

7.1 Teachers' ratings of pupils were

positively correlated with the

pupils! intelligence (I.Q.scores)

8.0 Teachers' Salary

8.1 Teachers receiving high salaries

demonstrate:

increased participation in

leisure-time activities

increased participation in
professional related activities

III Teacher Attitudes
Administrators and Classroom Practices

Directly liatA to Pui.Oblia211221.

1.0 Positive Teacher Attitudes toward
Classroom Practices and Other Teachers

Pupils, whose teachers hold positive
attitudes toward classroom practices

and other teachers, demonstrate:

N \SOURCE

1XF

106

471

ixF 471

greater achievement in knowledge 2XF 402,424

greater achievement in tool skills 2XF 402,424

Not Directly Relatedliolupgalastima

The independent variables grouped under

Teacher Attitudes Toward Pupils, Teachers,
Administrators and Classroom Practices which
were found to be not directly related to

pupil objectives within the scope of the
studies analyzed to date were all correlates.
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N SOURCE

Correlates

The correlates relative to Teacher
Attitudes Toward Pis ils Teachera,

A strators an Classroom Practices

appear as correlates and have been
stated as found, under Group I variables-

Teachers' Traits Personal Characteristics
and Oat-o ass Behaviors as related to:

age of teacher

sex of teacher

marital status of teacher

1XF 471

1XF 471

1XF 471

childhood and adolescent experiences
of teacher lxF 471

out-of-school activities and interests
of teacher 1XF

A second group of correlates relative to
Teacher Attitudes Toward Pupils, Teachers,
Administrators and Classroom Practices appear
as correlates and have been stated as Found
under Group II variables- ksomaLastilaim,
Tra Skills erienco Ratin = s and

Ba as related tos

recency of college training and
additional course work

1471

1XF 471

type of college teacher attended 1XF 471

grade level at which teacher
instructs 1XF 471

number of years of teaching
experience 1XF 471

ratings of teachers by self and
supervisors
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SOURCE

IV. Teacher Role Functions and Classroom

Behaviors

Directly Related to Pu

1.0 Teacher Role Functions-Direct Mode
of Presentation

1.1 With the teacher's use of a
direct mode of presentation
(autocratic, highly controlling,

direct a la Flanders, dominative,
teacher centered, highly struc-
tured) the pupils demonstrate:

less achievement in knowledge

less achievement in tool skills

negative social-emotional adjustment

1X +14X 393 396 403 406sIF PROS
424

14+1X1111XF 393 y396,1039406

1X1S+111XF 352 10,410,
403,408,405,406,
407,1411,409,424,
453.

high dependence upon teacher and little

self-direction 1X +44

little use of cognitive procesecs
other than recall 116+24

negative pupil attitudes toward and
interest in schooling 1%4104

1.2 The teacher's use of lecture when
compared with his use of discussion
resulted in no significant differences
in il achiemorrant .s.auuuct.A.

16XF

1.3 The teacher's use of a direct mode
of presentation with apathetic pupils
results in negative pupil social-

emotional adjustment

373,393,406,451,
497

403,428,429,450

393,404,403,406,
451,497

1413,1459

142



SOURCE

2.0 Teacher Role functions-Indirect Mode

of Presentation

2.1 With the teacher's use of indirect

modes of presentation, (democratic,

loose and open structure, indirdct

(Flanders) integrative, learner-

centered responsive (0. Filler),

the pupils demonstrate:

increased achievement in knowledge

increased achievement in tool eldlls 1X8+97.F

positive social-emotional adjustment 1Xs+8XF

increased self-direction

increased use of cognition

positive attitudes toward, and

interest in schooling

3.0 Teacher Role Functions- Laissez -Faire

Mode of Presentation

3.1 The teacher's use of the laissez -

faire mode of presentaton results

ins

low social-emotional adjustment

increased self-direction

6XF

5XF

373,412,41004w,
408,414409,450,
498

373,412,410,403,
408,411,409,450,

498

373,375,404,412,

403,408,4u

375,412,410,403,
450

375,404,450,498

1X8410XF 375,393,450

1XF

1XF

negative pupil attitude toward and

interest in schooling

4145

445



N SOURCE

4.0 Teacher Role FUnctionallimipal Mode
of Presentation B.O. Smith)

4.1 The teachers use of the logical
mode of presentation (B.O. Smith)
results in:

increased pupil achievement in
factual knowledge

increased pupil knowledge of
relationships and principles

lx
s

477

1I
s

477

increased pupil use of cognitive
functions (critical thinking,
generalization, analysis and
concept formation) 115 477

5.0 Teacher Role Functions -goal Statements

5.1 The teacher's statement of goals
with clarity results in:

increased pupil achievement in
knowledge 1XF 373

increased pupil achievement in
tool skills

1XF 373

positive social-emotional
adjustment 3X3 373,4049405

41 greater self-direction 1X
s

404

increased use of cognitive processes 1X5 406

41 more positive attitudes toward and
interest in schooling 2X3 404,405
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5.0 continued

SOURCE

5.2 The teacher's presentation of
subject matter lacking goal
clarity and having a positive

pupil valence, (pupil states

that he likes the goal and
that he is able to achieve it)

results in:

more positive social-emotional

adjustment 1X3 405,406

more positive pupil attitudes
toward and interest in schooling 1X8 405,406

5.3 When teachers do not provide
reward or punishment and pupils

view the goals negatively, this
condition results in:

negative social-emotional adjustment 1XF 406

negative attitudes toward and interest

in schooling 1X
F

406

5.11 The teacher's use of the more

indirect mode of presentation
accompanied by a statement of

clear goals, results in:

increased pupil knowledge 1XF 405

increased pupil tool skills 1XF 405

increased self-direction 1XF
405

6.0 Teacher Role Functions-Teacher's Verbal

1er use of materials which

require pupil verbal expression)

6.1 The teacher's use of verbal emphasis

results in:

increased pupil self-direction 2XF 448,449,447

more positive pupil attitude toward

and interest in schooling IXF 448,449,447
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N SOURCE

7.0 Teacher Role Functions-Achievement

gELIEUMAJIPILI

7.1 The teacher's achievement grouping
of pupils when applied to Hug!
or Verve pupils placed in
homogeneous results in:

no change in pupil achievement in
knowledge

Boalanchange in pupil achievement in
tool skills

1xF
464

1X? 464

702 When 'flown pupils are placed in

a 1.121192212TEDLEETE, the 410w"
pupils demonstrate:

increased achievement in knowledge 1XF 378

increased achievement in tool skills IXF 378

8.0 Teacher Role _Functions- Disciplivary Actions

8.1 The teacher's disciplinary actions
when characterized by clarity and

firmness results in:

increased pupil self-direction ixF 421,440

V. Teachers' Classroom Behaviors in Terms of

1.0 Determining the personality traits of
pupils and teachers and placing specific
personality types of pupil with a specific
type of teacher in the same classroom
produced the following direct relations:

1.1 When taught by a at221.tgags
teams, (orderly, wall-planned,

dominant, highly-controlling,
dislikes change), homogeneous groups
of striving pupils, conforming
pupils, opposing pupils, and wavering

pupils, all demonstrate:

-81-
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la continued

Source

increased achievement in knowledge 1XF 424

all pupils except opposing pupils

demonstrate increased achievement

in tool skills 1XF
424

positive social-emotional adjustment 1XF 424

positive attitudes toward and

interest in schooling 1XF 424

1.2 When taught by a turbulent
teacher(critical, verbally
aggressive, impulsive, shows

high variability) all
personality types of pupils

demonstrate:

the amakatiEgain achievement

in Science and Mathematics

the lowest gain in communication

skilirWading, spelling)

1.3 When taught by a turbulent

teacherj(critical, verbally
aggressive, impulsive, shows

high variability in classroom
behavior), the strivina,

conniniEm'.._..1sdemonstrate:

424

the highest gain in achievement
(except in areas of reading and

spelling) 1XF 424

more positive social-emotional

adjustment IXF
424

more positive attitudes towards

and interest in schooling 1XF 424

-82-



N Source

1.14 When taught by a turbulent teacher,

the o osinp and wavering children
demons ra es

. a lower gain in achievement

an equally positive social-emotional
adjustment as other children

. an equally positive attitude toward
school and schooling as other
children

ixF 424

ixF 424

1xF
424

1.5 It appeared that when opposing and
wavering children were taught by the

turbulent teaclL.Ier the children

became less opposing and wavering and
the teacher became less turbulent IX

F
424

1.6 Striving children showed increased
IX
F

424achievement with all teachers

1.7 A combination of two teachers with
rfMigfil personalitia-ituEulent
and self - controllin with all
persona ty ypes of children result
in:

. increased pupil achievement in knowledge lXF

. increased pupil achievement in tool

skills

1.8 With a fearful teacher, all personal-
ity types of pupils demonstrate:

. low achievement in knowledge

. low achievement in tool skills

less positive social-emotional
adjustment

. negative attitudes toward and

interest in schooling

-83-
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N SOURCE

249 Pupils taught by warm,

unteglaa
tea° rs demonstrate positive
sooio emotional adjustment lip 471

Not Diractl9 related to Behavioral

Ob
a

ea vas Teacher Role Functions

assroom Behaviors

1.0 Teacher's Mode of Presentation

1.1 The mode of presentation which
the teacher utilizes a greater
percentage of the time, determines
his degree of flexibility in
adapting to change of mode 1XF 405,406

1.2a Teachers utilizing direct modes
of presentation, most of the

time, demonstrates

less flexibility, retain their

old patterns

142b Teachers utilizing indirect
modes of presentation, most
of the time demonstrate:

up 405,406

greater flexibility in terms of

changing their modes of pre-

sentation l p 405,406

greater use of teacher -pupil

planning 1XF 405,406

increased knawiedge in subject

matter by teacher lXF 405,406

2.0 Teacher's Goal Statements

2.1 The goals stated by the teacher
were not the same as the goals
for which the teacher tested 1XF 464

2.2 The teacher who began his lesson

with a clear goal statement and an
indirect mode of presentation tended
to follow this with a more direct

mode of presentation. IX 405



3.0 Teacher's Selection of Sub eot Matter

3.1 When teachers cooperatively
selected the specific subject
matter content to be taught
there was greater variability
in the subject content taught
and less variability in the
mode of presentation

AIDASMEMIBEILEWILL

4.1 When the same teacher taught
homogeneous classes of pupils,
one class of "law" ability
pupils and one of "averve
ability pupils or one of "Mr
ability pupils and one of
"average" ability, the teacher's
pattern of classroom verbal
interaction was the same

N SOURCE

ix 459

ixF 464

4.2 When the same teacher, taught
homogeneous classes of different
ability levels (as above) the
teacher demonstrated a differenti-
ation of operational cognitive
goals for pupils; the less complex
goals (knowledge, comprehension
and application g la Bloom for the

low groups and knowledge, comprehen-
sion, application and analysis,
synthesis and evaluation for the

high and average groups 1XF
464

4.3 Teacher's Preference for a Certain

Teachers who expressed a preference
for teaching a certain ability
group, used a more indirect mode of
presentation with the referred class 1XF 464
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N SOURCE

5.0 Teacher's Personalit Type Matched
with Pupil Peresaat/V1

5.1 When teachers are placed in
terms of personality type with
children whose personality type
differs greatly from their own,

the teachers tend to change

their own classroom behaviors
to conform to the pupil

personalities the
exception of fearful teachers
who do not react to children's
personality traits) 1XF 424

Correlates

1.0 Teacher Role Functions - Teachers' Rattan.

oz2S.M.L1s,

141 Teachers' ratings of pupils are
positively correlated with pupils'

1$4, mores 1X1
498

P,0 Teacher Classroom Behaviors in Terms of
Personitylrtkelayed in the
Classroom

2.1 Teachers displaying warm, friendly,
understanding classroom behaviors

demonstrate:

. superior emotional adjustment and

stability 13EF
471

. positive attitudes toward pupils IXF 471

. positive attitudes toward

administrators 1XF 471

. permissive, child-centered
eduoPilonal viewpoints lXp 471

-86.



N SOURCE

2.2 Teachers displaying responsible,
businesslike systematic classroom
behaviors demonstrate:

low emotional adjustment and
stability

traditional, teacher - centered

educational viewpoints

2.3 Teachers displaying stimulating,
imaginative classroom behaviors

demonstrate:

1XF 471

1%F 471

4.

e superior emotional adjustment and

stability 1XF 471

. positive attitudes toward pupils
1XF

471

. positive attitudes toward

administrators 4711X

permissive, child-centered
educational viewpoints

3.0 Teachers' Classroom Behaviors and
Educational Levels at which Teacher

Functions

3.1 As the picture shifts from
elementary teaching performance
through high school and into the
university, the teachers'
responsible, businesslike and
systematic pattern of behavior

and stimulating, imaginative
pattern become increasingly...ore
important; while the warm
friendly understanding pattern
of teacher behavior becomes
progressivealess important

-87-
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c
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P
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c
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c
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R
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Summary of Research Findings Related to the areas of

Curriculum Materials and MetLods

as analysis of the data has provided the following classification system:

1.0 SEQUENCE, TYPES OF

1.1 Simple to Complex

1.2 Concrete to abstract

2.0 SOURCE OF INSTRUCTION

2.1 U.LWructin,

2.11 Self-Instructing

2.12 Pupil Instructing Pupils (Pupil teams)

2.2 Teacher Instructing.

2.21 Demonstration

2.22 Textbooks

2.23 Materials

2.24 Teacher Directs Activity

2.3 Material Instructing

2.31 Programmed Instruction

2.32 Electronic Aids - (tape recorders, records, etc.)

2.33 Films

2.34 Textbooks

2.35 Concrete Objects

2.36 Television

3.0 TIME

3.1 Additional Time

4.0 PRACTICE THEORY

4.1 Distributive Practice vs. Mass Practice



5.0 MULTI-SENSORY

6.0 REINFORCEMENT

6.1 Repetition

7.0 COGNITIVE THEORY

7.1 Teacher Uses

7.11 Association Structures

7.12 Analysis Structures

7.13 Combination Cognitive Process Structures

7.14 Inquiry Training

7.2 Pupil Uses

7.21 Association Structures

7.22 Analysis Structures

7.23 Combination Cognitive Process Structures

7.3 Textbook Presents

7.31 Association Structures

7.32 Analysis Structures

7.33 Combination Cognitive Process Structures

8.0 MULTI-METHOD PRESENTATION



1.0 SEQUENCE

1.1 Simple to Complex

Th° sequence of simple to complex,
e.g. spelling letter sounds - short words - long words,

phonics as a prerequisite to all other aspects of reading,

increasing the number of operations in arithmetic examples

and problems, has produced an increase in:

SOURCE

General. Tool IXF

Reading Skills 3X3
2XF

Arithmetic Skills 5X
S

Knowledge Us

Self-Direction IXF

. Cognition 2X
S

1.2 Concrete To Abstract

The sequence of concrete to
abstract, e.g. pictures to =ids,
blocks to numbers, and objects to
symbols, has increased:

633

732,717,677

684,626

591,595,604,605

633

683

717,758

Reading AIELE ix 702
s

. Arithmetic Skills 3X
S

604,595

. Knowledge 1X 702

. Self-Direction 1X 604

. Cognition 1X 758

-90-



2.0 SOURCE OF INSTRUCTION

2.1 Pupil Instructing,

2.11 Self - Instructing

The pupil engaged in activities by himself,
e.g. practicing, self-help devices, (pictures,

dictionary), self selection of materials and
self-pacing (not including programmed instruction),

has produced an increase in:

General Tool Skills

Reading Skills

N SOURCE

4Xs

6XF

931,773,722

904

904,737,604

661,638,626
690,627,669

. Arithmetic Skills 1X
g2k

1X

. blsteniry Skills 12X
S

904

92 XF 04

s Writing agal 12X 904

ThEldat 31c5
931,575

1XF 638

. Attitudes and Interest 2X 904,575

1XF 627

9 Self-Direction 3XS 737,575,604

Reading Skills 1XF 637

-91.

. The Amount of Time 1XS 931

required (N.D.R.)

2.12 Pupils instructing Pupils

Pupil teams, two or three students
working together without teacher
instruction, has shown increases in:

. General Tool Skills 2X5 931,916

1XF 916

kial



2.12 Pupils continued

N SOURCE

Arithmetic Skills las 916

916

. Spelling Skills 44 916

4XF 916

0
Knowledge 3XS

931,916

. Self -Direction Us 916

2XF 916

2.2 Teacher Instructin

2.21 Teacher demonstration

The teacher's use of classroom
demonstration has shown to

positively affect:

Cojnition

2.22 Teacher and textbook

The teacher's use of the text, e.g.
presenting groups of words, picture

phonics rules and application, has
led to an increase in:

917,857,545

. General Tool Skills I4XF
696, 637

. Reading Skill,ls 5Ks 846,732,703,727

7XF
661,639,653,672

. Arithmetic Skills 14 694

. Smilbllaggal 3X3 845,846,703

Knowledge 74 696,690,653,672

. Self-Direction 2X5 727,732

-92-



2.23 Teacher and Materials

The teacher's use of materials e. g. words in a list,

picture story, and films has had a positive affect on:

N SOURCE

Reading Skills uF 621

Arithmetic Skills 2X8 604

Knowledge 1X8 846

1XF
697

aggaal 1Xe 917

171; 641

2.24 Teacher Directed Activities

Classroom Activities that are
specified for teacher direct
involvement, e.g. auditory training'

writing experience stories, sounding,
letters and words, and questioning,

have affected:

. General Tool Skills 1% 531
21XF 904,5853696

20X8 904)633,688:658
615,735,725

4X8NS
650,614

10XF 696,9043672p
646,6742623,625

1XFNs
585

, Lis Skills 16X 3(4,856

ri/

. Writing Skills 133XXs 531,904,853
p 904

.
Knowledge sot, 696

. Attitudes and Interest
3XS

608,928

6A1sF
608,528
696

Cognition 3

Reading Skills



2.24 Teacher Directed Activities - continued

N

Accuracy of Teacher 2X

Prescription (N.D.R.)

SOURCE

2-3 Witeri.ALITAnag.

2.31 Programmed Instruction
The use of programed materials

and devices, e.g. texts, machines,

computer-based instruction, and the

E.R.E. instrument, have affected:

General Tool Skills 3X3
8X
2X-

p

FNS

e
Reading Skills 16x3

8xF

Arithmetic Skills 3XF

§ziaalltial
2xF
1XFNs

ListeningSkills 21X

Writing_Skills 16X5

?XF

e Knowledge
2X5

15XF

3XFNS

. Attitudts and Interest

J-AFNS

Self-Direction
1XF

931

883
904,542,872,877
876

904
666,904

882,579

889
876

516,904
904,542

904
904

883
542,8890572082
872,876,877
879

904
879

879



2.31 Programmed Instruction-continued

N SOURCE

. Cognition 2XF
579,889

N.D.R. LICF
579

2.32 Electronic Aids

The use of tapes and records have

produced increases in:

General Tool Ski 31s 1Xs 545

3XF 904,542,540

. Reading Skills 14XF
666,661

. listening S 1X 516

)c;
540,542,904

. Knowledge 4%, 542

2.33 Filmy

The use of films, tachistoscopes,

and the controlled reader, has

lead to an increase in:

. General Tool Skills 1XF 542

. Reading Ss '/XF 616,671

listening Skills %
516

542

. Knowledge 6XF 542,697,572

Cognition UF 614

2.34 Textbooks

Utilization of textbooks as the
primary source of instruction, e.g.
self explanatory texts, letter

sequence, pictorial representation

and questions, affects:

-95-



2.34 Textbooks - continued

BladlaiLakiat

Spelling Skills

Writing Skills

Knowledge

Self-Direction

Copition,

235 Concreteggpla

The use of concrete objects and
manipulative material has stated

effect on:

General Tool Skills

Arithmetic Skills

Attitudes and Interest

Self - Direction

Cognition

-96..

SOURCE

846,703,717,825
727,689,654
665
642,689,648

646,702,825

845
888

857

131[8

601,846
860
888

2X5

lx
s

hxs

s

hxs

s

604,709

601,717,825
665
860,692,792

874

602,6014590,598

874

591,608

602,604,5911608

760,7731590,604



2.36 Television

The use of television in the classroom

has been shown to affect:

General Tool Skills

. Leading Skill!

Listening Skills

SOURCE

131(2,

23X5 904

l ?XF 904

90228X5 4

264 904

2xFNs
904

904

11121114EskiLle 22v 904

17xF 904

EREIPAI 9xF
904

11EF neg.
896

e Attitudes and Interest 1X5 904

3.0 TIME

3.1 Additional Time

Where additional time spent on a

task has been stated or implied,

it affects:

. General Tool Skills 11cF 924

. Reading 727,615

lixF
6
6160646,679,643
3o

3Xr
mS

585,630

. Arithmetic Skills 2XF 585



3.1 AJditional Time - continued

Spelling Skills

Listening Skills

monition

* N.D.

4.0 PRACTICE THEORY

4.1 Mass vs. Distributive Practice

Distributive practice of task

positively affects:

Writing Skills 2X5

1XF

Knowledge 3X5

5.0 MULTI-SENSORY

Use of multi-sensory input, where the

stimuli are,simultaneous, has affected:

General Tool Skills

N SOURCE

1xFNs

3XF

4XF

1XFNS

1Xs

. Ealing Skills

. Spelling Skills

Writing

Knowledge

-98-

2XS
6XF

3X
S

2XS

2X5

1X
31.
raS

2X
F neg.

630

643

904

797,521

797

845

853,857

851

943

776, 531

944

633,728,846

728,846

531, 853

846
944

944



6.o REINFORCEMENT THEORY

6.1 Repetition

Repetition of task has produced positive increases in:

X SOURCE

. General Tool Skills us 545

3xF 904

u
s

845

3xs 853,857,858

6xF 904

2Xs 545,876

845

§221211111112a

Writing Skills

blataairmaiga

Knowleta

N.D.R.

7.0 COGNITIVE LEARNING THEORY

701 TeacherisibiveStructures

7.11 Teacher's use of Association

Structures

us

The teacher's use of structures
designed to establish the
principle of association, e.g.
picture dictionary's I.T.A., letters

and sounds, number stories, have

positively affected:

. Arithmetic Skills

ICnor1 e

-99-

2 Xs

60XF

2X
FNS

1AF

:ACE

8XF

725,674

621,653,623,657
644,654,632,695,
622,645

622

602,604
654

654

653,654



7011 Teacher's use of Association Structures- continued

Self-Direction

2.91:11.3a.

41 Motor Skills

7.32 TeacherjsussjaAnal

The teacher's use of structures
designed to promote analysis,

e.g. questioning, patterning,
changing of words, produces an

effect on:

IleadiaRcills

DAL. inESI9.ME

Krim ake

Coattka

7013 Teacher use of Combinations
of Co.W.112t Structures

The teacher's use of structures
which involve two or more
cognitive processes operating

to affect:

General Tool Skills

Reading Skills

ligkEUREPills

Elektt.
-100-

SOURCE

602

621

608

644

851,853

548

1XS 688

3x
SNS

650

2XF 672

8lxS 45

1XF 672

6083X
S

5212XF

7XF
696,939

3x5 687,727

5XF 696

s
856

10xF 696,939



7.13 Teacher's Use of Combinations of pggnitive Structures-continued

flIMENZIONSIMMOWININNISINSIIMINWINNONall

Attitudes and Interest

Self-Direction

Cognition

7.14 InsgELDIJALS

The teacher's use of open-ended
structures designed to help
children develop in the art of
asking questions has led to an

increase in:

General Tool Skills

Knowledge,

Cognition,

7.2 pills Use oii Cognitive Processes

7021 Pupil's use of Association

Pupils iwolvea in a learning

task ,ar id utilizing the principles

of association has affected:

Reading Skills

kithmetin Skills

Knowledge

Self-lire. an
4.4 .

401-

N SOURCE

928, 939

862
727; 732

3Xs

2X25 neg.
AS

/as

1Xs neg.
8X

14 NS

1XS

862
917, 928

696,937,868,939

745

750

745

752

745, 750

745

720

677

576
576

720

727



7.22 EsilLa.m2.21Jailalla

Pupil's utilization of analysis has stated affect on:

N SOURCE

Reading Skills 2X
S

688,727

Spelling Skills 1X5 845

Kaaklaa 2X6 917,757

Self-Direction 727

Cognition 688,776,608,603,

757

7.23 ?vats use of Combinations of

Cognitive Processes

The pupil's use of more than one

cognitive function, and where the
specific processes are not
identified has produced increases

General Tool Skills 3XS
531,735

1XF 924

klalingkiEll US 732

1XF 623

Arithmetic skills 11( 604

e Listening Skills Us 924

wsitikins us 735

. Knowledge 2X5 735,760

Attitudes and Interest 1Xs 758

4, Self-Direction 2X8 732

e
Cognition 5XS

602,6031712,714
760

8XF
937,868

iS 9214Motor Skills

-102-



7.3 Twdboolc resen: Cognitive Structures

7.31 Textbook presents Association Structures

Textbooks which utilize the principle of
association in presenting material to the
student produces an affect on:

SOURCE

General Tool Skills IX
S 737

Reading Skills Os 717,825,727,702

Arithmetic Skills 8XF 576

1XFNS 576

9 Listening.....1......cills 1X
s

825

1XFNS
888

Knowledge 311
s

601,825,702,

12CFNS
888

. Self-Direction 3XS 737,604

. gognitioR 2X
5

601,717

7.32 Textbook resents Analysis
Structures

Texts which present to the
student structures designed to
promote the use of analysis has
produced an effect on:.

General Tool Skills

kelaufr Skills

Knowledge

cga.bun

4030.

14F neg.

3X
S

2X

637

645

917,757,760

757,760



7.33 Textbodkuresents CombinatiorASEnitive Structures

Texts which utilize two or more cognitive structures or

where the specific processes are not identified lead to

an increase in:

General Tool Skills

EpadinkSkills

Arithmetic Skills

.Knowledge

N

2X
S

IXF

/XF

1Xs

5XF

3X

17XF

/IX'ENS

8.0 MULTIMETHOD

8.1 Multi- Method

Research which has indicated that

a combination of methods are

operating to affect:

General Tool Skills 11XF

O lattrajaal 214

2-FNS

Spelling jaall /XNS

O LERMUNLAWA 1X

Knowledeo. 9X
F

290A1.21
6XF

Motor Skills 1Xs

-104-

SOURCE

756

626

626

646

846,757,760

860,792

757,760,756

660,889,792

792

696

696,657,643,630,

694,625
630

643

924

694,696

696

924



8.1 Combinations of Methods used in the Context of Instructional

Television

In the context of certain combinations of methods

have produced success in increasing:

111111M.,
N SOURCE

General Tool Skills 9XF 904

O Reading Skills 90422X
S

8XF
904

Listening Skills 23% 904

12xF 904

0
Writing201 22X 904

10XF 904

Attitudes and Interest 1X5 904

-105-
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APPENDIX B

GLOSSARY
OF

SELECTED OPERATIONALLY-DEFINED
EDUCATIONAL TERMS



Ability

Ability is the pupil's rate of learning.

Ability, Average (Pupil)

A pupil of average ability is one whose I.Q. score is between

88-112, one standard deviation fran the mean of 100.

(Detroit (h' up Intelligence Teat)

(1457)

(2 ho)

Ability, Below Average (Pupil)

A. pupil of below average ability is one whose I.Q. ,score is

below 88, more than one standard deviation below the man of 100.

(Detroit Group Intelligence Test)
040

Ability, Highest (Pupil)

Pupils of highest ability are those wheza X.Q. scores are

2 or more standard deviations above the in for thier grade;

(Detroit Beginning First Grade Intelligence Teat, Kuhl-

man-Anderson Intelligence Teat, Otis Quick Scoring Men-

tal Ability Teat.)
(206)

Ability, Lowest (Pupil)

Pupils of lowest ability are those whose I.Q. scores are 2

or more !standard deviations below the mean for their grade.

(Detroit Beginning Ft at &ale Intelligenos Teat. Kuhl-

nen-Anderson Intelligence Test, Otis Quick Scoring Men-

tal Ability Test.)
(206)

Ability, Very Superior (rupil)

A pupil of very superior ability is one whose IA. score is

125 or above (two or more standard deviations above the man

Of 100.)
(Detroit Group Intelligence Test)

-1-

( 240)



Accuses (Teacher)

The teacher states that the individual is acting out of order.

(Classroom observation)

Achievement

Measurable differences in tool 914ns, content, understanding,
and skill in problem solving constitute achievement.

Achievement Groups, Procedures for Forming

Pupils are placed in achievement groups in reading, language,
and arithmetic based on:

1. Achievement test scores (Stanford Achieveraent Test)

2. Mental Maturity (California Teat of Mental Mturity)

3. Recommendations of previous teacher for pupil in subject

14. Analysis of anecdotal and test data from cumulative record

5. Number of teachers available to teach subject

Acoustical Control.

(429)

(167)

(19)

Through the use of acoustically absorptive floor covering*, the sounds

of voices and movement are kept below the level which would distract

others working in nearby areas.
(1002)

Acoustically Absorptive Floor Covering

Carpet, tile, or other material designed to absorb sound and re-

duce noise made by furniture, feet, etc.

Acoustics, Articulation Index

The degree to which speech sounds can be recognized from one

room to another, as follows:

(3.004)



Articulation Index
% of Words Understood

----606-------
10%

0.10
20%

0.20 .
55%

0.30 82%

0.40 90%
(1004)

Acoustics, Noise Reduction

The over-all amount of loss, in decibels, of sound as it

travels from one area to another. This includes the trans-

mission loss through a simple or complex barrier, plus a func-

tion of the area of the common boundary between the rooms and

the total sound absorption in the second, or listening room.
(1004)

Activities, Variety of Simultaneous

Within one classroom or instructional area, groups or individual.
pupils work on several different projects: reading, painting a
mural, planning a group project.

(1002)

Adjustment (Pupil) ]

The pupil's self-reliance, sense of personal freedom, feeling

of belonging, withdrawing tendencies, nervous symptom, anti -

social tendencies, social standards, social skills.
(California Test of Personality)

1

(247)

Mjustment of Retained Student in Multi-Age Classes

In a class composed of six-, seven-, and eight-year-olds, or
nine-, ten-, and eleven-year-olds, a student. who must be re-
tained an extra year will know 2/3 of his classmates and his

teacher.

Adjustment to Junior High School

Students follow schedules without problems, move

class to class, etc.

-3-

quiet3 frcm

(219).

(215)



Administrator

The individual who utilizes existing structures or procedures
to achieve an organizational goal or objective. The emphasis
is on maintaining established structures, procedures or goals.
The administrator is a stabilizing force.

(31110

Administrative Specialization

The administrative person has specialized training and experience
in:

1. Administration : scheduling, keeping records, assigning
pupils and teachers to classes, etc.

2. Instruction : teaching methods and curricula
3. Guidance : testing, counseling, interviewing, etc.

(28)

Administrative Team

A principal, a director of instruction, and a director of guidance
administer one large school (1000 or more students) as a three-
position administrative team.

(28)

Admonishes (Teacher)

The teacher states or implies that a pupil or pupil group is not
going to do what is correct or expected.

(Classroom Observation)

(1129)

Affectivity, Positive

The teacher builds positive relationships and feelings in the
pupil-teacher interaction by:

1. Being supportive*
2. Being solicitous*

3. Encouraging pupils*
14. Doing scraething personal for pupil*

5. Estimating pupil's or pupils' needs and acting on his judgement*
(Classroom Observation)

(429)



Affectivity, Negative

The teacher controls personal relationships in classroaa by
negatively responding to the interaction as demonstrated by

the following behaviors:

1. Ade:wishes*
2. Reprimands*
3. Is accusative*

Responds with a verbal futuristic statement*

(Classroce Observation)

Aggressiveness Toward Persons or Things

Student infractions of school rules including:

1. Abuse of privileges

2. Bus misconduct

3. Destruction of school property

4. Disregard for other sutdents

5. Fighting

6. Insubordination

7. Throwing objects

(429)

(1006)

Aide, Clerical

The clerical aide does the following non-instructional tasks:

1. Collects monies (banking, lunch, etc. and maintains records

of collections

2. Takes attendance and maintains records

3. Types and duplicates instructional materials, team schedules,

tests, etc.

14. Prepares visuals, bulletin boards, sets up and operates A.V.

equipment

5. Arranges furniture, materials, books, etc., in classrooms

as directed by teachers

6. Corrects papers or tests using keys provided by teachers

7. Supervises recess, lunchroom, bus, stud hall

8. Posts data prepared by teachers on records, types report

cards prepared by teachers
(259)



Aide, Neighborhoods

A. parent from the school district hired and trained (in a 30-

hour workshop) to assist the classroom teacher with the moni-

torial, clerical, and housekeeping duties.

The aide:

1. Supervises class while teacher works with small groups or

individuals
2. Escorts groups to and from other areas of the school (gym-

nasium, auditorium, lunchroom, playground)

3. Takes attendance, collects monies, posts lists, tiles, types

4. Adjusts shades and windows, obtains supplies

5. Cleans aquarium, cupboards, chalkboards

Aide, Staff

Eployed to do general building, monitorial and clerical jobs,

the staff aide:

1. Supervises hallways, lunchrooms, doors

2. Types, files, operates duplicating machines (Must be 18

years old or older, achieve 7th grade score on a national

achievement test)

(90)

(113)

Aide, Teaching

A. parent (high school graduate or equivalent) hired and trained

in a specific aide -training program to assist
the teacher with

the classroom reading program. Each aide learns to teach spec-

ific reading skills (phonetic analysis, syllabication, etc.) and

teaches then to individuals or mall groups selected by the

teacher.
(60)

Aide does the routine general and clerical tasks:
Employed as a general classroom helper, one per teacher, the

Aide, Teaching Aide

-6-



1. Takes attendance

2. Coullecta Lades

3. Types

4. Oradea objective tests

5. Sets up equipment
6. Maine required supplies
7. Checks homework

8. Prepares Irina materials

1..0.1.

Aide, Teaching Aide II

The teaching Aide II (age 18 or over, has a high school diploma
and training in the Aide Program) carries out teaching assignments
which have been planned by the teacher:

1. Wakes arrangements for trips and speakers
2. Takes =an groups for oral reading

3. aimalstrates use of equipment for students
40 Tielps students select books, find materials for research or

pleasure reading
5. Supervises students while teacher works with individuals or

eman groups
6. Gives make-up lessons to students who have been absent

'7. Makes anecdotal notes on students

May also do any of the tasks listed for Aide I.
(143)

Alert Pupil

The following behaviors are indicative of alert pupils:

1. Children appear relaxed and attentive to teacher's explan-

ations
2. Children show interest in topics under discussion by suggestions

and participation

ing around)
Children do not seem to be daydreaming, attention is not wan-

3. Children do not show signs of boredan (yawns, whispers, look-

actions

daring
Children show enthusiasm for a particular activity try their

(424)

Aloof Teacher

The following actions are indicative of aloof teacher behavior:

-7-



1. Teacher is reserved and detached in her actions

2. Teacher seldan laughs with the children

3. Teacher uses praise sparingly

1. Teacher maintains emotional distance from children by her

action
5. Teacher does not jplie with the children

6. Teacher does not display affectional responsiveness towards

the children
(42)

esniNiess: Principal

The principal who is aloof:

1. Organizes all faculty meetings according to a tight agenda

2. Uses faculty meetings as principal-report sessions

3. Runs faculty meetings like business conferences

It. Sets rules which are never questioned

5. Does not provide secretarial service for teacher's use

6. Does not inform teachers of the results of a supervisors' visits

(Organizational Climate Description Questionnaire)
(326)

Analysis

The pupil breaks down concepts or general principles into their

coapcnent parts.
(167)

Analysis for Comparison (Pupil)

Ptipil looks for, finds, or states characteristics of an object

or event which discriminates it fran other objects and events.

(760)

Analyzing Administrative Style

The principal whose administrative style is analyzing the sit-

uation:

1. Uses program values (states concern for community support

of school, public relations, instructional program, etc.)

2. Conceptual analysis (relates specific incident to general

situation, or sees additional implications

3. Shows awareness of poor work (notices poor typing, points

-8-



Out errors in plans, eta.)

Antagonistic Teacher Group

An antagonistic group is one whose manbers:

1. Are tensely oanpetitive
2. Lack acceptance of all members
3. Blame others when criticized
it. Show aggression toward members and persons outside of group
S. Are irritable
6. De less work when supervisor is absent

Anxiety

The individualts behavior is characterized by a display of
fearful anticipation and may be determined by:

1. Galvanic skin responses and changes in heartbeat rates

2. Inventories and rating scales which measure feelings of
threat and fear

(Children's Manifest .iinxiety Scale)
(Assessing Children's Feelings)

Apathetic Pupil

Pupils display little eubhuziasz) little *lass involvement,
present few ideas in class in the form of verbal statements
and demonstrate listlessness by making few, slow and feeble
movements.

(Classroom Observation)

Application

(332)

(370)

(403)

(1614
0210

(4alt)

The pupil uses general ideas, rules of procedures, or generalised
methods in particular, concrete, or new situations.

(167)



Articulation Link

An individual who is a member of two distinct primary groups

(coffee %latch", lunch group, car pool) is the articulation

link between these groups.

Association

when presented with an object, fact, term, or principle, the

student states another which, for the student, is related to

the original.

Attitude

(339)

(457)

An attitude is a predisposition to act in a consistent manner.
(457)

Attitudes (Teacher)

Teacher attitudes in terms of how well they will get along with
pupils in interpersonal relationships and how well satisfied

they will be with teaching as a profession are assessed by the

use of an inventory.
(Minnesota Teacher Inventory)

(383)

Attitude Toward Learning (Pupil)

The pupil's predispostion to engage in learning tasks is evi-

denced by observed pre- and post- participation in these tasks.

Attitudes Toward Pupils, Other Teachers, Parents, Administrators

(Teachers)

The teacher's attitudes were determined by uaing the following

two criteria:

(421)



1. The judgements of principals in terms of teaching performance

2. The opinions of teachers toward pupils, other teachers, par-
ents, supervisors, administrators, nonteaching personnel in
the school, democratic classroom procedure and democratic

administrative procedures
(Rpm, Inventory of Teacher Opinion)

Attitudes Toward School, Positive, Reading Readiness

(471)

A pupil's positive attitude toward school is demonstrated by:

1. An absence of physica aggression toward teacher and peers

2. Refraining from hiding under desk or tables, or showing fear

of the new situation in other ways
(702)

Attitudes Toward Teacher (Pupil)

Pupils' attitudes toward the teacher were assessed in terms of

the following factors:

1. The teacher's affective set towards pupils in terms of

kindness
2. The teacher's view of himself as always right

3. The teacher's development of pupil interest in school work

4. The pupil's view of learning tasks as easy or difficult

5. The teacher's willingness to explain and clarify

6. The teacher's disciplinary ability
(My Teacher Inventory)

(398)

Attitudes Toward Teacher (Pupil)

The pupil responds to the teacher's actions and directions in

terms of greater or intense acceptance or rejection by obeying or dis-

obeying teacher's directions and/or responding to teacher's state-

ments at once.
(404)



Auditory and Visua3. Discrimination Level, Reading Readiness

The auditory and 'visual discrimination level required for read-

ing includes the following:

1. The pupil indicates likenesses and differences in sounds
at the beginning and ending of words

2. The pupil indicates likenesses and differences in shape,

size, position, and color, and observes and states rela-
tively small details in these discriminations

(702)

Auditory Decoding Ability (Pupil)

The pupil's comprehension of the spoken work.
(Ill ~Lois Test of Psycholinguistic Abilities)

(915)

Auditory-Vocal Association (Pupil)

The pupil relates spoken words in a meaningful way.
(Illinois Test of PsyohoLinguietic Abilities)

(935)

Auditory-Vocal Automatic Ability (Pupil)

The pupil anticipates what will be said based on what has al-
ready bean said.

(Illinois Test of Psycholinguistic Abilities)

(915)

Auditory-Vocal Sequencing Ability (Pupil)

The pupil repeats a sequence of symbols previously heard.
(Illinois Test of Psycholinguistic Abilities)

(915)

Authenticity

Authenticity refers to the openness of the behavior of an indi-
vidual, the degree to which the behavior exhibited is consistent
with the individual's perception of his identity.

(326)



Authoritarian Leadership (Teacher)

The adult leader serving as the teacher

1. Gives directions, orders, or non-zonstructive criticisms

2. Deprecates children's behavior

3. Justifies his own position or authority

4. Makes unfriendly statements and threats

(Classroom Observation)
(145)

Authority, Delegated

The administrator assigns responsibilities for executing tasks

to members of the staff.
(370)

Authority, Shared

The administrator gives the staff apart in

1. Deciding upon work to be done

2. Planning bow it will be done

3. Assigning the responsibilities to its members

4. Keeping its members informed on progress

5. Chedking on job distribution

6. Reassigning when unequal loads are observed
(370)

Autocratic Leader

The autocratic leader:

1. Gives orders, expecting others to carry them out

2. Does not give praise for work done

3. States that he is in position of authority

4. Rejects initiative of subordinates
(309)

Autocratic Official Leader

Having received his position through appointment or examination,

the autocratic official leader is one who has exact specifications

in mind of the type of school he wants, and who tells his faculty

exactly what he wants.

-13-



1. He believes his function is directing and imepecting

2. He exiles broadly, greets heartily those of whom be

approve'; he ignores, avoids, or gives hasty forced

recognition to those of What be does not approve

3. He holds abort, terse faculty meetings in which he

gives teachers the intonation which he judges they should

know. No time is provided in faculty meetings or tear

°hers' schedules for planning or discussion. No small group

meetings are held

1i. Schedules, textbooks, courses of study, and details of

operating the school are decided upon by the administrator

5. He is well-organized in the performance of his own duties

6. He attends meetings which he feels the school's public re-

lations require

7. He is on hand all day to make certain by inspection that

everything is progressing to his satisfaction

Autocratic Teacher

(370)

The teacher dictates policy and goals, makes decisions leaving

no room for tree pupil discussions, gives peremptory orders, ex-

pects immediate obedience, sets up tasks so that children in Wi-

nning them feel they are doing thing. for her, speaks more than

50 of the +dem, discourages children's questions, supervises all

routine clasw.ftem procedures and interrupts pupils although their

discussions are relevant.

Autonomous Cite
In the prototype of the Antonio= Climate:

1. The principal gives teachers almost complete freedom to
provide their own structures for interaction, and to find

ways within the 'oup for satisfying social needs relatively

high in Esprit*

2. Teachers achieve their self-selected goals quickly (low*

DISENGAGMENT30 and the few minority pressures do not pre-

vent the groupie working well together and accomplishing the

tasks of the organization

3. The principal sets up facilitating procedures to relieve the

teachers end himself of routine duties and details (administrative

report' supply procurement, etc.), so there is a low degree*

of EInthANCE*,



4,

4. Through achievement of social-needs satisfaction (friend-

liness, working together) there is above-the-mean ESPRIT*.

5. The principal is ALOOF*. He runs the organization as a

business. He sets up procedures and policies, provides

guidelines for teachers to follow, but does not personally
check to see that things are getting done

6. He does not force people to work harder, he monitors activ-

ities very little ( low* PRODUCTION EMPHASIS*)

7. He shows average* CONSIDERATION*

8. He provides THRUST* by setting an example and working hard

himself (326)

Awdliary Personnel

1. Aides* or teacher assistants* hired to relieve teachers of

monitorial, clerical, or housekeeping functions
(37, 90, 143, 259)

2. Teaching aides* or assistant teachers* hired to do

rpecific teaching tasks under the supervision of the teacher
(60, 143)

3. Neighborhood workers* who serve as cultural links to the

community
(90)
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Basal Words, Changing

Student and/or teacher changes basal words by substituting different
consonants in the beginning, middle, and final positions in the words.

(727)

Benevolent Autocratic Leader

The "benevolent" autocratic leader:

1. Makes all decisions based on his subjective judgment stating
"this is best for you"

2. Delegates few responsibilities

3. Checks all details of work done by others, frequently re-doing it
(370)

Block Scheduling

1. A3.1 students in a grade or team are scheduled for special classes
(art, music, physical education) during the same hour

(153)

2. Speech correction or remedial reading classes are scheduled daily
over a period of ten or twelve weeks, rather than weekly for the

school year
(79)

Bridge

A member of one group regularly interacts with a member of a second
group forming a link which facilitates coin unication between the
groups, but which is not sufficiently strong to cause the groups to

merge into one.
(339)



Career-Oriented Principal

The career-oriented principal is interested in moving up toward

Other kinds of positions in education (assistant superintendent,

curriculum director, university professor). He demonstrates this

interest by taking graduate courses in education and administrao

tion.
(284)

Categorical- Inferential Categorization (Pupil)

Children organize and label objects on the basis of implied

characteristics of the nature of the materials, when each instance

of a group represents the class.
(Cognitive Styles Task Test)

Categorization Styles (Pupil)

The pupil's styles of categorization include the following:

1. Descriptive*
2. Relational- Contextual*

3. Categorical- Inferential*
(Cognitive Styles Task Test)

Categorize

The pupil puts objects into groups, then subdivides them again

into smaller groups according to the teacher's or his own cri-

terion.

Caution (Pupil)

The pupil's tendency to avoid taking a risk.

(Social Studies Inference Test)

Central Control Technician

An auxiliary staff member who is assigned

electronic teaching devices and supervise

television and other programs produced in

-17-
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Chairman, Functions of in Group

The functions of the group chairman are to:

1. Establish free, permissive, informal atmosphere: accept
all comments; call on all members; keep few from domin-
ating meeting; encourage flow from member to member, rather

than through chairman
2. Clarify issue: ask individual to restate question or define

terms; restate question himself, asking originator if this
was meant

3. Keep on topic: state points made by both sides; point out
how a contribution relates to a topic; ask if group wishes

to explore new issue, or table it

1. Summarize discussion: outline discussion; review what has

been stated; keep notes on chalkboard; point out accomplish-
ments in terms of stated goals

5. Keep order: ask questions which will keep attention of all;
eliminate extraneous noises; step in when several people

speak at one time
6. Watch individual reactions: note which members are listen-

ed to; ask questions that define areas of agreement; anal-
yze flow of discussion to determine if all are participating,

if seating arrangement should be changed

7. State eenclusions reached, and ask members if statements are
correct

(370)

Change, Acceptance of (Teacher)

Teacher shows acceptance of change by using new program, method,

materials, etc.

(370)

Change, Based on Evaluation

The administrator collects facts, makes judgements with the staff

using agreed-upon criteria and plans for revision in terms of

judgements made.

Changing Classes

(370)

Students move from one classroom to another for each subject,
and/or are instructed by a different teacher for each subject.

(215)



Checking (Teacher)

The teacher is checking when he raises a particular kind of
question with the pupil group or individual pupil to gain in-
formation which he doesn't have, tests the interest of the pup-
il group or individual pupil or checks pupil's work.

(1429)

Checking, Routine (Teacher)

The teacher's checking is routine when the question he asks is

inherent or established in the situation. This is in the on-

goingness of a situation such as roll :all, or taking the lunch

count.

at

Child-Centered Teacher

(1429)

A child-centered teacher demonstrates the following behaviors:

1. Encourages growth of self-understanding in children through
various media

2. Directs emotional drives expressed by children into con-

structive channels

3. Works to divert and re-channel potential anti- social be-

havior

14. "Arranges" that children needing certain contacts or work

get onto the appropriate committee
5. Permits discussion on class behavior problems stimulating

class to reach decision as to acceptable behavior

6. Maintains emotional control in the classroom

7. Understands children's interests

8. Considers children's interests in planning classroom act-

ivities

9. Is interested in and knows something about children's out-
of-class behavior

10. Saves "free" time during school day for consultation with

children

11. Announces availability for teacher-child conference

12. Is objective in resolving problem situations

13. Criticism is phrased in terms of the efficacy of child's

action in relation to problem at hand

14. Gives children a chance to voice their "gripes" in relation

to the class and teacher
15. Admits not knowing answers and helps students to find them.

16. Accepts criticism of herself
17. Admits responsibility for own act that is inconvenient, unjust

or unfair to another

18. Provides for physical comfort of s Aents in classroom

19. Is aware of particular problems in tne class

-19-
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Clarification of Pupil's Personal Problem (Teacher)

The teacher serves to clarify a pupil's personal problem when he

makes a response to what has happened that is personal and intimate

rather than dealing with the content. The content may be an element

of the classroom in teacher action but the teacher's response is

personalized.

Clarification of a Procedure (Teacher)

(429)

The teacher clarifies a procedure when he makes a response to a

student to indicate how, what, or when something is done. It is

not the original regulation, but the procedure that had been est-

ablished previously and is now further explained or recalled for

the student. It is procedural though it may implement content.
(429)

Clarification through Generalization (Teacher)

The teacher clarifies through generalization when he makes an

explanatory statement in which he abstracts a single generaliz-

ation from the data given in the classroom situation. The teach-

er's clarifying statement is in response to the larger context of

a discussion or problem.
(429)

Clarifies (Teacher)

The teacher clarifies when he makes a direct respons,

that is said or done by the student in the classroom.

er's response elaborates the content to the pupil.

Clarifies in Personal Manner (Teacher)

to something
The teach..

(429)

The teacher serves to clarify a problem in a personal manner when

he makes a response to what has happened that is intimate rather

than dealing with the content.

-20-
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Clarity (Teacher)

The teacher presents the subject matter. The students make no

further requests of the teacher to repeat the material presented
or explain the material more thoroughly. Discussions in the class-
room are completed by teacher with no further requests by the
students to re-open discussion. Students do not request teacher
to give further interpretations, explanations, hypotheses or theor-
ies.

(479)

Clarity of Discipline (Teacher)

T,e teacher displays clarity of discipline by any of the follow-

ing behaviors:
1. She defines the misbehavior that she wants the child to

stop

2. Gives the child an acceptable standard of behavior by telling
him what is the right thing to do, or directs the child to
stop the misbehavior

Class Size

1. 20-25 students per class is upper limit of small classes

2. 20-30 students per class is an average class

3. 30-35 students per class is lower limit of large classes

Classification

(!440)

Pupils put objects or phenomena into groups using their own criteria.
(602)

Classroom, Enclosed

An enclosed classroan is one in which the area is completely en-
closed within doors and walls.

(loot)

Classroom, Open

Open classrooms are those which do not have complete acoustical or

visual barriers between units. There may be either no doors or cor-

ridor walls, or there may be no walls between classrooms.
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Climate Control Cost

Climate control cost is the amount of money spent to operate the

heating and cooling equipment.

Climate-Controlled School

(1006)

In a climate-controlled school, the temperature (all seasons) is

maintained between 70-77° F. and the relative humidity is main-

tained between 60-69%.
(1006)

Climatic Variables) Principle

Principle climatic variables which affect pupil comfort are temp-

eratUre (dry bulb thermometer), radiant heat, relative humidity

and air flow.
(1006)

Climatic Variables, Principle, Measurable and Controllable

Principle climatic variables which are measurable and controllable

are: temperature- measurable and controllable through a beating-

cooling systam, and relative humidity which is measurable, but not

directly controllable.
(1006)

Closed Climate

In the prototype of the closed climate:

1. The group members state they feel little or no satisfaction

either of task-achievement or social-needs. ESPRIT* is low*

2. The teachers are DISENGAGED* to a high degree: they do not

work well together) nor do they feel a sense of purpose

3. There are numerous reports and housekeeping duties assigned,

with few facilitating procedures supplied by the principal

(high* HINDRANCE*)

4. The teachers maintain an average degree of social contacts

and personal relationships, (INTIMACY *). The turnover rate

of teachers is consistently above the average for the commun-

ity
5. The principal uses printed directives and regulations in con-

trolling and directing the activities of the teachers (high*

ALOOFNESS*)
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6. The principal emphasizes production, and frequently says

"We must work harder." His rules and regulations tell how

things are to be done- he allows no changes (high* PRODUC-

TION EMPHASIS*)

7. The principal has little THRUST*: he does not set an example

by working hard himself

8. The principal is not concerned with the personal needs of

teachers, does not try to help them with their problems (low*

CONSIDERATION*) He expects teachers to initiate, bvt refuses

to give them the power to make decisions
(326)

Closed Structuring (Teacher)

The teacher is using closed structure when he limits the pupils'

response to one 'precise answer. Structures which call for "yes"

or "no" answers are closed.
(429,450)

"Cloze Procedure"

The "Cloze Procedure" consists of deleting significant words from

a text read by the student.
(889)

Cluster, Teacher

Four teachers are assigned to cooperatively plan for and instruct

66 pupils in 3 home rooms of 22 each.

Cognitive Functioning, Required for Reading Readiness

The pupil's cognitive functioning required

1. Concept Identification*

2. Memory*

3. Mental Capacity*

14. Quality of Relationships Stated*

Cognit Goals

for reading include:

The cognitive goals consisted of the following:

-23-
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1. knowledge*
2. comprehension*

3. application*

4. analysis*

5. synthesis*
6. evaluation*

(14614)

Cognitive Growth (Pupil)

This was determined by the difference between the pre and post

test scores pupils obtained on the Test of Your Ability_ to Think,

which was a composite of the tests listed below. The es meas-

ured the pupil's use of the following thinking processes:

1. Comparison and analysis* (Identical Forms Test)

2. Comparison, analysis and induction* (Letter Sets Test)

3. Divergent production* (Seeing Problems Test and the Utility

Test)

4. Convergent production* (Word Arrangement Test)

5. Creativity* (Symbol Production)

Compliance (Pupil)

(457)

The pupil acts in accordance with teacher's opinion and direction.

(373)

Comprehension

The individual knows what is being communicated and can wake use of

the material or idea being communicated. He may not necessarily be

able to relate it to other material or see its fullest implications.

(457)

Cold Teacher

The cold teacher demonstrates the following behaviors:

1. Does not praise students or approve their work

2. Does not call upon sent students to participate

3. Does not ask questions of individual students but

all questions to the class in general

4. Makes no attempt to ecognize individual students
to know individual students by directing specific

them.
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Cosumnicationa, Hcce-School

Home-school communications are any written, telephone, or porsonal

contacts from the home to the school or from the school to the home.
(28)

Comparable Elementary Schools

Criteria for judging schools as comparable elementary schools were:

1. Students' average intelligence quotient was 116 (Detroit Group

Intaligexml Test)
2. The socio-economic level of pupils was equal

3. The average training and experience of teachers was matched

44 The same Amount of time was devoted to reading instrection
(240)

Comparison

Pupil states likenesses and/or differences between two or more

objects or phenomena.

Compliance of Pupil, Pressure to Produce

(776)

The teacher takes the following steps to produce compliance:

1. Applies sanctions in the room (isolates child, scolds child,

takes away a privilege)

2. Sends the child away from the class (to the hall, the coat-

room, to another room)

3. Sends the child to the office (asks principal to talk to child,

punish him, etc.)

4. Call, upon the family for support (asks parents to assist by

applying sanctions at home: scold child, punish child, remove

a privilege, etc.)
(339)

Compliance of Teacher, Pressure to Produce

The principal takes the following steps to produce compliance:

1. Mildly reprimands teacher in a brief talk

2. Holds a long discussion ( hour or more) with the teacher,

usually concluding with a specific order

3. Talks with superintendent about the teacher, stating his

complaint regarding his non-compliance

4. Goes to the School Board to state complaint and ask for more

power to force complier 3e
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Complying Administrative Style

The principal whose administrative style is complying:

1. Makes concluding decisions or takes terminal action

2. Follows lead by subordinates or superiors

3. Follows pre-established procedure

h. Communicates by writing

5. Gives directions, suggestions, or information to subordinates

6. Treats subordinates informally (calls by first name, etc.)

7. Involves a number of subordinate groups

Concept Identification, Reading Readiness

(339)

The pupil's identification of concepts required for reading include:

1. The pupil states the meaning of such terms as neighbor, friend,

high, empty, and hurry

2. The pupil counts 4 or 5 objects

3. The pupil identifies red, yellow, blue, green, brown, and

black

4. The pupil states some family relationships and describes such

terrz as brother and sister
(737)

Conceptual Analysis (Administrator)

The principal generalizes from a specific case and sees additional

implications of the problem, or sees the problem in relation to a

larger situation. (i.e.: questions the effect of an action on

morale or public relations)
(332)

Concrete Materials

These are objects used by the pupils which have simple and uniform

shapes such as circles, triangles, squares, blocks, and rods.

(602,6014)

Concrete and Pictorial Representations

Teacher gives students materials and pictorial representations of

materials which differ -- Widely in color, shape, and size.

-26-
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Conferences, Facilitating Conditions

Conference conditions are facilitative when:

1. Conferences are scheduled with definite purposes

2. The administrator reviews data and examines possible solu-

tions before the meeting

3. An infJrmal atmosphere is established by using first names,

providing ash trays, coffee, etc.

I. The place of the meeting is quiet-the secretary is instructed

to permit no interruptions

5. The time and duration of the meeting are decided together

6. The conference ends with a definite conclusion, i.e.: a state-

ment of the facts agreed upon, a tentative solution, an out-

line of steps to be taken

7. The agreed-upon items are recorded for further reference
(370)

Confidence in Principal (Teacher)

The teacher indicates her confidence in the ability of principal to:

1. Help in problem situations (difficult problem, problem-groups

of students, single problem student, making profclsional de-

cision, staff's having an educational problem, pressure from

outside groups)

2. Treat her professionally (principal's actions and words in-

dicate he regards teachers as professionals, principal makes

fair and reasonable distribution of work loads
(320)

Confirmation

Student material is programmed so that the response term is shown

after the opportunity to respond. After the child has written his

answer, it is "confirmed" by the presentation of the correct answer.
(876)

Confirmation Characteristic, Response-Centered Program

Response-centered programers consider the confirmation as "rein-

forcement" which is defined as an event which requires a response

from the student. This response is noted as correct or incorrect.
(876)

Confirmation, Intermittent

Material is programmed so that confirmation (the child writes his
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answer, it is "confirmed" by the presentation of the correct answer)
is omitted either after fixed nuiabers of items or after variable
numbers of items.

(876)

Confirmation, Stimulus-Centered Program

Stimulus-centered programers consider the confirmation as °feed-
backm* which provides the learner with information about the results
of his response.

(876)

Conformance (Pupil)

Conformance is demonstrated when the pupil acts in accordance with
teacher's directions concerning the details of a class activity,
accepts the teacher's threat, warnings and punishments, and does
what he is told.

(375,424)

Conformers, Pupil Personality Profile

Conformers were children whose behaviors were characterized by:
1. Incorporation of and conformity to adult standards*

2. High social orientation*
3. Strict control of impulses, particularly of hostility*

4. Emphasis on mature behavior*
(Assessing Children's Feelings)

04210

Conformity to Adult Standards (Pupil)

Pupils accept adult standards and perform as authority figures
dictate.

(424)

Consideration Behavior

Consideration behavior of a principal is indicative of friendship,
mutual trust, respect, and warmth in the relationship between the
leader and members of his staff. The principal:

1. Helps teachers solve problems
2. Stays after school to help teachers finish their work
3. Helps staff members settle minor differences

4. Allows teachers to help select materials, etc.
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Consideration, Negative Leader Behavior

Lack of consideration is demonstrated when the leader:

1. Refuses to compromise a point

2. Speaks in a manner not to be questioned

3. Asks for more than members of the group can get done

40 Insists that everything be done his way

5. Rejects suggestions for change

6. Changes the duties of people without talking it over with them

7. Resists changes in ways of doing things

8. Refuses to explain actions

9. Acts without consulting the work group

10. Is slow to accept new ideas
(366)

Consideration, Positive Leader Behavior

The leader shows consideration when he:

.1. Does personal favors for people in the work group

2. Helps people in the work group with their personal problems

3. Backs up actions of members of the work group

4. Treats members of the work group as his equals

5. Criticizes a specific act rather than a particular member

of the group

6. Puts into operation suggestions 'wade by people in the work

group

7. Is willing to make changes

8. Gets approval of the work group on important matters before

going ahead
(366)

Consideration (Principal)

The principal:

1. Helps teachers solve problems.*

2. Does personal favors for teachers

3. Stays after school to help teachers finish their work

4. Helps staff members settle minor differences

5. Allows teachers to help select which courses will be taught

6. Tries to get better salaries for teachers
*key item (Organizational Climate Description Questionnaire)

Consistent Teacher

(326)

The following actions are indicative of consistent teacher behavior.

The teacher:

1. States a definite point of view in regard to educational
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which he follows
2. Writes his lesson plans tying the classroom instructional

objectives to the over-all educational objectives of the

school

3. States his disciplinary standards and follows through in

his acticus

4. Sets clear, workable limits

5. Demonstrates confidence in his ability by making firm deci-

sions and acting upon them
6. Maintains stable relationships with children as demonstrated

by his classroom behavior

Constructing Process by Pupil

The constructing process by the pupil involves generating a draw-

ing which identifies a designated object or set of conditions.
Given a line segment, the pupil is requested to complete the fig-

ure so that it represents a triangle.

Constructive Pupil

0210

(743)

Constructive pupils are characterized by the following behaviors:

1. Pupils appear eager to cooperate with teacher's request

2. Pupils are quiet during teacher's explanations

3. Children are not aggressive toward each other in their actions

4. Children are cooperative with and friendly toward teacher

5. Children do not block progress toward a goal by excessive

competitiveness
6. Children cooperate and share ideas

7. Children contribute to solving own problems

8. Children contribute to solving anther's problem by offering

ideas and suggestions

9. Children express appreciation of another child's efforts by

their statements

Constructive Work Output (Pupil)

This was determined by the amount of time the child spent in pro-

ductive work.

(4210

(14115)



Context, Use of (Pupil)

Pupil uses meaning and sense of other words in a sentence to read

a nets word.
(727,917)

Control (Administrator)

The administrator takes precautions to ensure that the people in

an organization act in wars that will gain the goal.

Control of Impulses, Particularly of Hostility (Pupil)

Pupils remove emotional tone from all situations, gravitate to-

ward neutrality, contain their hostility* and rationalize it.

(Assessing Children's Feeling)

Control Over Decision-Making (Teacher)

The teacher made all decisions and did not give the children a

choice as to what they wanted to to.

Controlled Climate

(317)

(424)

(990)

In the prototype of the controlled climate:

1. The chief characteristic is the press ,for task achievement

at the expense of social needs satisfaction. (Everyone works

hard; there is little or no time for friendly chats or cof-

fee meetings.) There are definite established controls and

directives which everyone follows

2. ESPRIT is slightly above average* due to job satisfaction-

the task accomplishment is high

3. The teachers do not bicker, gripe, or differ with the princ-

ipalls directions. They expect to work, and to be told how

to get the job done (low* DISENGAGEMENT*)

14. There is an excessive amount of paper work, routine reports,

etc. (high* HINDRANCE*), leaving little time to establish

friendly relations or discuss personal matters (low* INTI-

MACY*)

5. Teachers describe the principal as dominating and direct-

ive; i.e.: he allows little departure from the rules and

insists that everything be done his way (high* PRODUCTION

1



EMPHASIS*)

6. He is somewhat ALOOF*; he publishes directives (rather than

confronting individuals personally), and uses these to stand-

ardize the ways in which specific tasks are accomplished

7. He does not seek to fill the social or personal needs of

individuals (low* CONSIDERATIONO

8. He has average* THRUST*, tries to make the organization work

hard, and personally checks to see that work is proceding

along the lines of his directives. He delegates few respon-

sibilities, keeping all leadership roles for himself
(326)

Controlled Reader

An electromechanical device used in the teaching of reading which

displays words, sentences and paragraphs at a rate fixed by the

teacher.
(671)

Controlling Dimension of Teaching Strategy

This dimension encompasses the verbal operations the teacher uses

to guide and control the participation of students in performing

operations on the content. The teacher uses the control dimension

when he presents the students with a series of question, which tend

to prevent exploration of the matters in hand and which step -by-

step narrows down the possibility of responses until the student is

finally driven to an answer which the teacher had predetermined in

his own mind. The teacher may use the control dimension by raising

a question for which there is no correct answer and welcome maw

student replies and check the students! reasoning as they continue

their discourse by making evaluative statements regarding the stud-

ents! responses.

Coordination (Administrator)

(477)

The principal makes specific attempts to arrange activities so as

to promote efficiency, or to avoid conflict, or to produce inter-

locking between two activities which would otherwise be independent.

i.e.: He circulates a letter or other documdnt for information to

people who are not directly concerned with its contents, but might

need to know about it.
(333)



"Core" Groups

Students in grades 5 and 6 are grouped into random, heterogeneous

sections for instruction in a combined language arts-social studies

program.
(233)

"Core" Teacher

Each "Core" teacher instructs two random, heterogeneous groups

(in half-day sessions) in language arts and social studies.

(233)

Correction Procedure, Programmed Instruction (Pure-Part Method)

A student is required to make a correct response before he is allowed

to proceed to the next item in a programmed lesson.

Courage to Fail (Administrator)

The principal risks failure by deliberately joining in a major

organizational change, by tackling controversial issues, by giv-

ing demonstration lessons, and/or by leading in-service work-

shops.

Creative Ability (Teacher)

(889)

(28b)

A measure of the extent to which the individual was able to produce

max divergent ideas related to objects or events.

( }rer- Briggs Type Indicator- N or Intuition Scale)

Creative Thinking Emphasis (Teacher)

(391)

A teacher who emphasizes cr-stive thinking exhibits the following

behaviors.
1. The teacher encourages creative use of materials and of sit-

uations by children

2. The teacher thinks up original ways of introducing rountine

assignments

3. The teacher uses creative activity in language arts, such as

dramatizations, choral speaking, puppetry and creative writ-

ing
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4. He works to get children to answer their own questions

5. He promotes discussion to get children to conclude why

something happens rather than giving direct explanation

6. He raises some questions which have no unique answer

7. He encourages children to experiment

8. He encourages initiative and originality

9. He asks thought-provoking questions

10. He encourages pupils to call on other school staff for special

assistance

11. He presents problems that challenge pupils, imagination

12. He provides opportunities for experimentation in the class-

room
13. He encourages pupils to carry out individual projects outside

of school

14. He shows personal excitement for new ideas and knowledge

15. He helps each child to point up his main contribution

16. He encourages pupils to challenge old ideas with new ones

Creativity (Pupil)

The pupil produces work to which he adds and/or subtracts and/or

rearranges parts to produce a whole which is new or novel to him.

(866)

Critical Thinking (Pupil)

Pupil interprets what is presented in a situation and formulates

judgements regarding the validity of interences from this data.

(Social Studies Inference Test)
(792)

Critical Thinking Method

This approach focuses on the tools rather than the attitude of

critical thinking. Bilphasis is placed on teaching the pupils the

principles of logic and experimentation and their use.

Criticizes or Justifies Authority

(1413)

The teacher makes statements intended to change student behavior

from a non-acceptable to an acceptable pattern. He bawls someone

out, states why he is doing what he is doing and uses extreme self-

reference.
(373,1404,1405,411,142,160,169)
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Cultural Background (Teacher)

The teacher's knowledge in the areas of history, literature, science,

fine arts and mathematics was measured.
(Cooperative General Culture Test)

Cultural Electives, Dual Progress Plan

(402)

The cultural electives are art, music, mathematics and science, those
subject fields where no specified degree of competence is required of

everyone*

Cultural Electives, Samoset Dual Progress Plan

(126)

The cultural electives are areas in which the average citizen needs

only a general knowledge: science, mathematics, art, music.

Cultural Imperatives, Dual Progress Plan

(161)

The cultural imperatives are the communication skills: speaking,
reading, comprehending, writing; and knowledge of history, govern-

ment, citizenship. These are usually referred to as the English

and social studies curricula. They are required subjects for all

students.
(126)

Cultural Imperatives, Samoset Dual Progress Plan

The cultural imperatives in this plan are language arts, social
studies, and physical education, chosen as Pareas in which all mem-

bers of society need to be very proficient."

Curriculum Center

(161)

A centrally- located area in which audio-visual materials are stored,

and/or produced, and from which (through closed circuit television
and audiotapes) library materials, films, tapes, programmed materials,

etc. are distributed to all areas of the building.
(1002)
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Day-to-Day Flexibility (Learning Space)

Learning space may be changed daily or weekly to accomodate changes

in class size or activity. Changes in placement of heavy fumtture

and equipment usually require custodial help and are accomplished

after class hours.
(1003)

Decision4lakIng Patterns

The principal has three pattacns ,:,,17 Zz..z..1...-maidtg at his disposal:

1. A decision, is made by him alone, based on his own training and

en7zIrience and made effective on the basis of the authority

vested in him
2. A decision is made by the principal after seeking advice and

counsel from staff or community. (It must be clear that the

decision will not be bound by advice)

3. A decision is based on group action by a group that includes

the principal, or by a group designated by him. It is the

leader's duty to accept the decision so made and use his
authority to put it into effect

Decisions - !Waking Process

(372)

In the decision making process, the administrator:

1. Discovers and defines problems (goals and tasks) and assigns

priority for their completion

2. Searches for (finds or invents) alternative courses of action

and information 'which can be used to ovaluate them, tests pro-

posed alternatives to choose one for adoption or postpone

making the choice

3. Clarifies the meaning of the choice for those oho are to help

put the comitment into effect, elaborating new tasks or decision

problems that the commitment leads to

it. Famines the results of commitments and actions, identifying new

tasks, and assisting the organization in learning to make

decisions
(306)

Decision-Sharing

Teachers are accorded a high degree of responsiblity in foranUting

policy recommendations, and their recommendations carry significant

weight in the final decisions.

-36-

(3%)



'Deduction

The student bens with a given principle organization and uses it
to arrive at a specific fact.

Deference Need

The personality structure of the individual includes a need to
admire and follow a superior.

Democratic Leader

This democratic leader:

067)

(979)

1. Endeavors to share decision-making with group about work

planning, assignment and scheduling
2. Whet. a decision must be made by him, he helps till group

understand the basis of his decision
3. He is careful to develop participation, opinion-giving,

decision-making; a feeling of responsibility for the success
of the undertaking on the part of each member

1. He is concerned that each employee understand his work and
have opportunities for success in it

5. His praise and criticisms are in terms of the work done,
not what he likes or dislikes

6. He encourages suggestions,! and the development of new
procedures

Democratic Official Leader

Although he has received his position through appointment
or examination, the democratic official leader states, in
clear terms to his entire faculty his belief that the school
should be judged by its contribution to the community in which
it exists. Through discussions at faculty meetings he kna
the beliefs of faculty members. He states his understanding
of his position as:

1. Helping others define ghat they are going to do
2. Thinking with them about ways of doing it
3. Assisting them in executing their plans

4. Evaluating results with them

These goals are carried out through short, frequent meetings
with the entire faculty or with small committees. He does not
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consider himself superior to the group. He does not make policy

decisions without consulting with members of the staff. He

accepts and carries out the responsibilities delegated to him,

and expects that other staff to do the same.
(370)

Demonstration Method

The teacher utilizes any of a variety of materials, charts,

pictures, blackboard, in order to present concrete illustra-

tions of the content to be learned.

Demonstration, Silent (Teacher)

Teaeaer stands in view of children and illustrates objects,

phenomena, or occurrences, without canmentary.

Dependence (Pupil)

013,420

(917)

The pupil who is dependent proceeds in a given activity only

upon receiving the teacher's directions. The pupil is primarily

concerned about whether his method is what the teacher wants and

less concerned with whether his method will solve the problem.

This dependent behavior is recognized when students unnecessarily

check their work with the teacher to make sure they are on the

right track, check their work before going on to the next step

or solicit teacher approval more often than is necessary.

(373,375,405,409)

Dependence, High (Pupil)

The pupil voluntarily seeks additional, ways of complying to the

authority of the teacher at all times. The pupil canplies to

the teacher's expressed wishes and even anticipates the teacher's

wishes as demonstrated by the pupil's actions.

(405)

Dependence, Medium (Pupil)

The teacher provides direction to initiate and guide activities,
but the pupil does not voluntarily solicit it. men it occurs,

the pupil complies.
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Dependence, Low (Pupil)

The pupil responds to teacher directions, if they occur, but

the pupil's present activity, usually teacher-initiated, is carried

on without continued teacher direction. In the face of diffi-

culties the pupil states a preference for teacher's help.

(405)

Descriptive Categorization (Pupil)

Children group objects, animate and inanimate, on the basis of

their manifest observable characteristics.

(Cognitive Styles Task Test)

Development of Content (Teacher)

The teacher developes content by stating the structure of the

problem under consideration and by providing data from which
pupils will generalize. Sub-groups of "teacher developes

content" are:

1. The teacher serves as a resource *
2. The teacher stimulates *

3. The teacher turns the structure back *
4. The teacher clarifies *

5. The teacher evaluates *

Direct Teacher

The direct teacher demonstrates the following behaviors:

(750)

(429)

1. Lectures *

2. Gives directions *

3. Criticizes or cfAstifies authority *
(373,404,405,411,42,450,459)

Directive Administrative Style

The principal whose administrative style is highly directive:

1. Takes leading action rather than making plans for action.

2. Gives directions or suggestions.
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3. Involves a number of subordinates.

4. Communicates by writing rather thanty telephone.

Directive Teaching

In directive teaching the teacher demonstrates the following

behaviors:

(332)

1. In working on the content, the teacher provides focus by use

of structure without orient *
2. The teacher structures without public criteria *

3. The teacher develops the lesson by use of closed structure *

4. The teacher uses structure-intervening *

5. The teacher informs *
6. The teacher evaluates positively or negatively without public

criteria *

Directs (Teacher)

The teacher gives directions, commands or orders with which the

student is expected to comply.

(45o)

(373,404,405,411,442,40,459)

Disadvantaged Children
Disadvantaged children are members of families whose total income
for 4 persons is $3000 or less, plus $400 for each additional person

beyond 4.
(179)

Discipline

The control exercised by a teacher over a pupil or group of pupils.
This control is demonstrated by the habit patterns of the pupils

that cause them to act promptly and consistently in the manner

prescribed by the teacher.
(457)

Discipline, Firm (Teacher)

The teacher's discipline was described as firm, when, in correcting
a misdemeanor, he displayed one or more of the following behaviors:



1. He spoke emphatically to the child

2. He walked close to the child

3. He touched or guided the child

4. He focused his attention steadily on the misbehaving child

until the child conformed
(140)

Discipline, Infractions of Rules

A student is ,reported to the school's disciplinary officer for

cheating, stealing, smoking, chronic tardiness, unofficial absence,

using profanity, fighting, insubordination, running, destruction of

school property, throwing objects, poor conduct on bus, and abusing

privileges.
(1006)

Discipline Problems

Children do not follow teacher's directions in the classroom, and/or

exhibit a variety of behaviors which disrupt the instructional pro-

gram.

Discipline, Types of Infractions

(1810

Infractions have been grouped into types:

1. Aggressiveness toward persons of things (abuse of privileges,

bus misconduct, destruction of school property, disregard for

other students, fighting, insubordination, throwing objects,

trouble in cafeteria)
2. Withdrawal from school (AWOL, irregular attendance, chronic

tardiness)

3. Status-seeking (smoking, profanity)

14. Dishonesty (cheating, stealing)
(1006)

Discovery (Pupil)

The pupil finds and states a relationship or pattern of events or
objects and uses it by showing an example of the pattern.

(608)



Discussing Before Taking Action Administrative Style

The principal, whose administrative style is discussing before

taking actions

1. Schedules work, without specifying time

2. Makes plans (tentative or definite only, does not take terminal

action

3. Discusses work with subordinates, superiors and/or outsiders

4. Communicates face-to-face

5. Initiates a new structure or arrives at a plan for deciding

6. Requires further information for deciding

7. Involves a number of subordinate groups

8. Follows lead by subordinates or superiors

Disengagement (Teacher)

(332)

Teachers state that the mannerisms of other teachers at the school

are annoying*, that there is a minority group which always opposes

the majority.

1. Teacher groups exert pressure on non-conforming faculty members

2. Teachers seek out special favors from the principal

3. Teachers interrupt each other in faculty meetings

4. Teachers ask nonsensical questions and/or ramble during meetings

5. Teachers stay by themselves, or socialize in small, select groups

6. Teachers talk about leaving the school system

(Organizational Climate Descriptionnaire)

risinterested Pupil

(326)

Disinterested pupils demonstrate the following behaviors:

1. Children appear tense; give evidence of restlessness (shift

around in meat)

2. Children show signs of aversion towards a particular activity

(facial expression)

3. Children appear bored (yawn, much whispering, etc.)

4. Children become involved in private conversations

5. Children do not contribute to ongoing activity

6. Children do not actively integrate with the ongoing activity

(i.e. are not alert to errors, possible slips, etc.)
(424)



Discussion Method

The discussion method is characterized by the followim practices

on the part of the teacher and the pupils:

1. Most of the time is spent by the pupils talking

2. Pupils talk about content and may continue their discussion in

terms of their own contributions, rather than limiting their

discussion to the information presented by the teacher

3. Actual practices vary from a largely unstructured situation in

which the teacher plays a noncommittal, mediating role to one in

which the instructor asks and answers questions

4. Varying degrees of student control of class activities are

found
(459, 1006)

Distraction (Pupil)

Pupils are distracted when they do not work at their tasks consistently,

or when their attention changes ffom their present tasks to occurr-

ences in the classroom which are not directed specifically at them.

(404)

Disturbed Authority Relationships

Children who are characterized by disturbed authority relationships

views adults as demanding, coercive, hostile and actively punitive.

(Assessing Children's Feelings)

Divergent Production

Student identifies, selects, or arrives at alternatives to any

given principle or problem.

Domesticated Organizations

020

(1451)

Organizations such as the public schools, prisons, state mental

institutions, reform schools, where participation is mandated by

law with neither the officials nor the participants having a

choice in who is to participate. Such organizations are protected



by the society they serve: funds for their operation are provided

with little reference to the quality of performance, and they rarely

go out of existence because they are necessary to the maintenance

of the social system.
(298)

Dominating Leader

The dominating leader is characterized by the following behaviors:

1. He directs and rates teachers based on his subjective judgment

2. He does not permit his ratings to be questioned

3. He defines authority as "power over" others (He uses this power

to get people to do things)

4. He delegates responsibilities to staff members, If responsi-

bilities are not carried out, he punishes through reprimand,

decrease in authority, failure to receive salary increase, and

(if offense is considered by him to be extreme) replacement

5. He may use other teachers to report infractions of the rules

(370)

Dominative Teacher

The dominative teacher demonstrates the following behavior:

1. The teacher determines a detail of activity in conflict with

child

2. Relocates child, directly refuses chiles request

3. Evades a child's protest of complaint

4. Uses disapproval, blames or shames, gives wagnings, threats.

5. Calls group to attention

6. Punishes child by sending him out of room, keeping him after

school, deprives child of specific material, activity, right

or privilege

Dual Progress Plan

An organizational plan in wkich students in grades 3-6 or 4-6

are grouped by age-level for English and social studied, and by

multi-grade ability and achievement (as determined by standard-

ized test scores and teacher judgment) for art, music, science,

and mathematics.

(3714)



1. Each subject is taught by a specialist teacher who has had a
specified number of semester hours preparation in the subject,

who states that he likes to teach the subject, and who knows

how to teach the subject to young children
2. Advancement is non-graded in art, music, science and mathe-

matics. Promotion is based on achievement in language arts and

social studies
(126)

Dual Progress Plan (Samoset Modification)

Pupils is grades 4, 5, and 6 are organized into random, hetero-

geneous groups. Teachers are assigned as follows:

1. Language arts-social studies
2. Science-mathematics
3. Music-art

4. Library
5. Physical education

Two ability groups are organized at each grade level, based on sub-

jective teacher judgment. -One group is scheduled for the cultural

imperatives (language arts-social studies), while the other group

attends classes on a non - graded basis in the cultural electives
(science, mathematics, library, art, music, physical education).

(126)



Early Childhood Program

A four or five year sequence of pre-kindergarten, Idndergartm, and

grades one and two.

Edison Responsive Environment Instrument

The key features of the E.R.E. instrument are:

(179)

I. The student depresses a key-. the instrument pronounces the

letter and records it on paper in extra large type

2. Once a key is depressed, no other key can be depressed until

audio-pronunciation is made

3. Audio-response is delayed for pupil response

/4. The pointing mechanism can be expanded from letters to words

to sentences
5. Letters can be encoded- that key is the only one that can be

depressed ("Trial & Success" method)

6. The instruz2 t will point, pronounce and spell the word which

has been typed when space bar is depressed (885)

Educational Viewpoints (Teacher)

The teachers1 viewpoints were measured with respect to:

1. Curricular organization and scope

2. Course planning and classroom procedure including pupil

participation in these activities

3. Academic achievement standards

14. Diversion of teaching and administrative responsibilities

5. Parent participation in the educational program

The teachers' viewpoints were seen as points on a single continuum.

The teacher, whose viewpoints lie at one end of this continuum,
appears to believe in strong emphasis upon academic subject matter

and academic achievement and in the teacher's responsibility for

determining what shall be learned and how it shall be learned. At

the other end of the continuum is the teacher who appears to believe

that other educational objectives are equally or more important

than those of an academic nature, that pupils and parents should
participate actively in planning and conducting the class and school

program, and that subject matters should be integrated among them-

selves and also with out-of-school activities.

(Ryan' Educational Viewpoints Inquiry)

(1171)
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Effective-Appropriate Materials, Use of (Teacher)

Teachers utilize appropriate materials effectively when:

1. Materials around room reflect a cross-section of America's

ethnic and socio-economic groups

2. Varied materials are used in reading other than texts and

work books

3. Classroom appearance reveals care and planning, (bulletin boards,

displays, etc.)

4. Use of a variety of interest level materials for motivation

5. Distribution of appropriate duplicated materials
6. Resource materials are available viten. needed (films, slides, etc.)

7. Reference and other resource material readily available

8. Special books and supplementary reading available

9. Teacher obtains and distributes materials offered by industrial

and government agencies
10. Bulletin boards and files contain appropriate materials for

crwent units of instruction

11. Pupils encouraged to bring resource materials from home

12. Provision for tests and reviews are needed

13. Has enough materials for all children or sees that the children

take turns
114. Teacher has materials distributed and collected quickly

15. Materials integrated with lesson; can be handled by the

children
(424)

Effective-Appropriate Methods (Teacher)

The teacher uses effective, appropriate methods when he performs in

the following ways:

1. Gives clear directions on how to set up work before children

start

2. Explains what is to be accomplished. States goals clearly

3. EXplains how the immediate work fits with part work and projects,

also into future work

4. Makes assignments clear. (Classroom assignments easily understood
by pupils)

5. Returns pupils' work promptly
6. Makes provisions for study under supervision

7. Clearly structures pupil role

8. Evaluates children's work

9. Gives children benefit of sharing evaluation with them
(424)



Effectiveness (Teacher)

The teacher is successful in:

1. Working with community groups, parent groups, fellow staff

members, school administration, individual pupils

2. Participating in school activities outside classroom

3. Identifying, developing, and defining school goals

4. Using pertinent instructional materials and aids

5. Meeting community expectations regarding personal behavior

6. Stimulating interest in learning and scholastic ambition on the
part of students

notional Adjustment and Stability (Teacher)

(318)

The teacher's emotional adjustment and stability was measured by

an inventory which measured the degree to which the individual tended

to worry or show excessive concern, the ability to concentrate in

a noisy environment, the satisfaction or happiness experienced in

daily life and the degree of self-confidence expressed.

(Frans' Inventory ISV)

Empathy (Administrator)

(1471)

The administrator's level of empathy can be determined by Craig's

Test of Empathy.

Encouraging Teacher

The encouraging teacher demonstrates the following behaviors:

(308)

1. He does not speak a great deal in class

2. He permits free and open expression by asking pupils for their

opinions, interpretations, personal experiences

3. He asks broad, general questions rather than factual questions

4. He approves students' comments
5. He stimulates argument
6. He attempts to get silent students to participate
7. He promotes student-stud eat discussions

(479)
8. Prior to the pupils' engagement in a particular act,

the teacher expresses confidence in a pupil or pupil group,

or makes a statement assuring them of his assistance
(429)
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Endurance

The individual persists in a line of action despite difficulties.

(979)

Energetic Teacher

The teacher who is energetic speaks with enthusiasm, shows great
interest in a topic by offering additional subject matter when
questioned by students, replies to students' statements, speal,
rapidly, listens attentively to students, and makes approving

remarks to students.

(479)

Esprit (Teacher)

The teacher states that:

1. The morale of teachers is high
2. Teachers accomplish their work with great vim, vigor and pleasure

3. Teachers show school spirit

4. Custodial service is available as needed

5. Most of the teachers accept the faults of their .:olleagues
6. School supplies are readily available for use in classwork
7. There is considerable laughter when teachers gather informally
8. In faculty meetings, there is the feeling of "let's get things

done"

9. Extra books are available for classroom use

10. Teachers spend time after school with students who have individual
problems.
(Organizational Climate Description Questionnaire)

Estimates Pupils' Needs and Acts (Teacher)

(326)

Based on his on judgment and not upon a pupil or pupils' request,
the teacher determines the need of an individual pupil or pupil
group and he does something for the individual or based on the
need.

(429)

Evading Teacher

The teacher who is evading:

1. Avoids responsibility by not making decisions

-49-



2. "Passes the buck" to the class, to other teachers, etc.

3. Fails to give adequate help to pupils: leaves them on own

too much in a laissez -faire manner

4. Lets difficult situations get out of control

5. Is inattentive to pupils

6. Is cursory in her approach

7. Does not state the standards in the classroom
( 4214)

Evaluates (Teacher)

The teacher evaluates when he responds to the content with a

statement which indicates whether the pupil's response is correct

or incorrect.
( 429)

Evaluates-Negative (Teacher)

The teacher evaluates negatively when he makes a response to

the pupil indicating that the content is wrong or incorrect.

(429)

Evaluates-Positive (Teacher)

The teacher evaluates positively when he makes a response indi-

cating that the content is correct.
( 429)

Evaluates-With Public Criteria (Teacher)

The teacher evaluates with public criv,eria when he states the

specifics or reasons why content of the pupil's answer was or was

not ,orrect.

Evaluates Negatively Without Mlle Criteria (Teacher)

The teacher responds to the pupil's answer stating that it is

incorrect, but he does not state the reasons as to idly the

answer is incorrect.

( 429)

( 450)

Evaluates Positively without Public Criteria (Teacher)

The teacher responds to the pupil's answer stating that it is

oorrect, but he does not state the reasons as to why the answer

is correct.



Evaluation

The student makes judgments about the value of ideas, works,

solutions, methods, material, etc. He uses criteria as well

as standards for appraising the extent to which particulars

are accurate, effective, economical or satisfying. The judg-

ments maybe either quantitative or qualitative and the cri-

teria may be either those determined by the student or those

which are giver: to him.
(457)

Evaluation, Certifying Performance

The administrator:

1. Compares the performance of the teacher with the role speci-

fication

2. Evaluates whether such performance meets the specifications

3. Has the legal power to insure performance by the teacher in

accordance with role specifications.
(339)

Evaluation, Cooperative (Teachers)

Two or more teachers meet and discuss their evaluations of a

student's achievement. (188)

Evaluation, Principal's Skill in

The administrator who is skilled in evaluation:

1. Defines goals and establishes standards by which to judge

the amount of change

2. Collects evidence of change

3. Uses his criteria in making judgments about the worth of

the change

4. Assists teachers in revising plans in terms of the judgments.

(370)

Evaluation (Teacher Self-Evaluation)

The teacher who evaluates himself:

1. Expresses a ctncern about improving his teaching

2. Checks himself on a self-evaluation check list cow posed of

items that the staff has agreed are important

-51-
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3. Uses a suggestion box, class discussion, etc., to obtain

suggestions from students
4. Compares his techniques with those of other teachers whom

he has observed.
(370)

Evaluation, Team Tasks

These tasks are performed by the total team, a sub-group, or
an individual member and include all activities carried on for
the purpose of evaluating student academic or social growth
(exsuninations, reports, anecdotal record keeping, interviews).

Evaluation via Checklist

The official leader (principal or supervisor) observes in the
classroom for periods of time ranging in length from five min-

utes to a total day. Details checked on the rating list may
include such items as teacher posture, neatness of the room,

position of blinds or shades, the extent to which the teacher
follows the written lesson plan, etc.

Exchanging Information Administrative Style

The principal whose administrative style stresses exchanging

information:

1. Asks subordinates for infornatim, opinion, or advice

2. Gives information to subordinates or outsiders

3. Requires further information before deciding

4. Involves a number of subordinate groups

S. Takes a number of courses of action

Exhibition Need

The personality structure of the individual includes a

need to attract, =Act, or stir others.

Explains (Teachers)

The teacher shows and/or states relationship between ideas,
objects, principles, etc.

-52-
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Extrapolating

Giv u. two related ^,ts, the individual derives a third which
is more precise.

(b M)

Etie-Notor Coordination (Pupil)

Pupil draws straight and curved lines between increasingly narrow
boundaries or a straight line from one point to another.

(Frostig Development Test of Visual Perception)

...up Es.

-53-
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Facilitating Teacher

The teacher who is facilitating does many or all of the follow-

ing:

1. Encourages children to display materials reflecting their
personal culture, interests, achievements

2. Uses children's hobbies to motivate classroom activities

3. Allows pupils to display results of their individual talents
in the classroom

4. Encourages exploration of community resources

5. Uses experiences of the child for motivation
6. Shares his own experiences of travel and reading

7. Encourages the development of hobbies

8. Guides a child to use his experience in finding.the correct
answer

9. Encourages children to read for fun books based on their awn

interests

10. Structures statements or questions which proffer information
to raise questions about the problem in an objective manner
With intent loo facilitate learner's problem solving.

11. Helps a child to define, redefine, or advance o. problem

12. Contributes to a child's understanding by offering needed
information/explanation and/or by non-directive probing, or

by relevent questioning.

13. Helps children change viewpoints in light of the facts without

losing face
14. Foster cooperative behavior

Factual EMphasis (Teacher)

(1424)

The tea& x is using factual emphasis when he asks questions about
facts, provides a gnat amount of factual information in recemse
to a student, and spends a large percentage of time in speakixg.

(479)

Fair Treatment

Fair treatment for teachers include-, the followings

1. Equal pay for equal training and experience, based on a pub-

lished salary schedule

2. Teaching loads (number of students, number of classes per

teacher, types of classes, etc.) are equal

3. Extra curricular activities and duty schedules are discussed

by total staff before assignments are made

40 A faculty-welfare committee with the power to hear grievances

and recommend changes for the removal of inequalities may be
established

(370)
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Familiar Climate

In the prototype of the familiar climate:

1. Social needs satisfactions are very high. Everyone is friendly,

and job satisfaction and ESPRIT* are average* due to social

satisfactions

2. The teachers accomplish little in a task-oriented situation

because the principal does not exert control over such activ-

ities and many members of the staff try to tell others what

to do and how to do it resulting in high* DISENGAGEMFAT*

3. There are few routine reports, and procedural helps are avail-

able (low* HINDRANCE*)

4. The teachers have established many personal friendships among

themselves (high* INTIMAC!*).

5.. The principal does not criticize and does everything to en-

courage (high* CONSIDERATION*)

6. The principal's abdication of social control, however, con-

tributes to the high* DISENGAGEMENT* of the group

7. Few rules, regulations or practices are established by the

principal; there are no guides to how things should be done

(low* ALOOFNESS*)

8. The principal does not emphasize production, He does not tell

teachers whether they are right or wrong, nor criticize any of

the tasks they are performing (low* PRODUCTION EMPHASIS*)
(326)

Feedback, Programmed Instruction

Student using programmed materials which reveal to the student

whether or not he has made a correct response, after the response

is made.

Feeling of Importance

(889)

The teacher's feeling of importance is enhanced when:

1. The supervisor gives recognition for good work by telling the

teacher and the staff about specific contributions made by

each member

2. Teachers share ideas in committees, with each idea discussed

in terms of the effect it will have on the program or the

student(n)

3. Teacherts opinions are listened to, and teachers are consulted

by the supervisor before new practices and/or programs are

adopted

Ii4 News releases to newspapers, bulletins, etc., contain des-

criptions of projects

-55-
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Figure-Ground Perception

The perception of geometric figures against incremingly complex

backgrounds. The pupil discriminates between intersecting shapes

and finds hidden figures.
(Frostig Developmental Test of Visual Perception)

(93?)

Flags, Nonverbal Cue, Increased Motivation

Flags (placed to catch wind currents indicate a natural element to

a pupil) thus encouraging the child to investigate further.
(1007)

Flexible Grouping

Within an organization based on flexible grouping, a pupil maybe

transferred from one group to another at any time, based on academic

progress, as measured by testing, and/or teacher judgement.
(194)

Flexible Grouping may mean any or all of the following:

1. Placing a child in a large number of groups

2. Varying the number of groups into which a child is placed

3. Varying the number of pupils within a group- pupils may be

grouped in: a. large groups (60 or more) b. class size (30)

c. small groups (3-10) d. individually (2,223)

4. The size (number), length (time) and or sequence (order) of

classes changed
(51)

Flexible Teacher

The teacher who is flexible demonstrates the following behaviors:

1. Meets classroom iaerruptions tactfully

2. Adapts time stJhedules to meet class needs (Flexible in pro-

gramming)

3. Changes or supplements text to meet instructional requirements

or his pupils

4. Altering ability groupings to permit modifications for other

needs based on his owa judgements

5. Incluces additions to Dlanned program without too =eh dis-

ruption in class activity

6. Does not establish rigid and unreasonable limits on pupil,

behavior

7. Remains calm and self - possessed durizeg classroom or school

emergencies
8. Knows when to avoid or delay resolving a conflict situation

9. Can "stretch" standards whqa exigencies of Nitration demand

it (424)



10. Can readily shift from an indirect pattern of teaching* to

a more direct pattern of teaching* or from a direct to an

indirect pattern to meet the requirements of the class sit -

uation.
(373)

Flexibility, Spontaneous (Pupil)

Pupil shifts his thinking rapidly.

(Unusual Uses Test)
(521)

Fluency (Pupil)

The quality and speed with which a pupil thinks of ideas.

(Denny-Ives Test of Creativity in the Dramatic Arts)
(868)

Focusing Method

The focusing method includes the following:

L Asking pupils to compare and contrast

2. Calling attention to details in pictures

3. Asking students to observe Oaracteristics common to

animals or plants in pictures

14.
Requiring students to give reasons for their answers

050

Follows Structure

The leader uses rules, regulations, procedures, policies, and/or

customs in handling announcements, distributing information, filing,

referring problems to existing committees or individuals whose

assignment is to handle such problems.
(333)

Foreign Language Background (Teacher)

The foreign language background of a teacher was rated in terms of

the following criteria:

1. Number of years of formal training

2. Number of years of foreign language teaching experience

3. Workshop attendance
(9014)



Form Constancy Perception (Pupil)

Pupil discriminates circles and squares, in different shadings,

sizes, and positions, from other shapes on a page.

(Frostig Developmental Test of Visual Perception)

Friendliness (Pupil)

(93 ?)

Friendliness was determined by the pupils1 measured gains on the

Ohio Social Acceptance Scale. The following relationships between

the pupils in the class were assessed:

1. Choice of very best friends

2. Desire to spend a great deal of time with specific individ-

uals
3. Willingness to confide in specific individuals

4. Willingness to assist others in class

5. Enjoyment in working and being with others

6. Willingness to serve on committees with others
(A)



Gifted Children

1. Pupils scoring 130 or more were designatel gifted children

(Stanford-Binet Test)
(1914)

2. Pupils scoring at or above the 90th percentile on the

Lorge-Thorndike Non-Verbal Intelligence Tests
(682)

Goal

A goal is an end result, immediate or remote, which an indi-

vidual is seeking or one which is specified or required in

advance by someone directing the individual's behavior.

Goal Ambiguity (Pupil)

A state of affairs in which a student either is not sure of the

steps necessary to reach the goal or has an uncertain picture

of the end product as demonstrated by his questions or flounder-

ing actionv.

Goal Clarity (Pupil)

Goal clarity is a condition in which the student states his

ultimate goal and takes steps necessary for achieving it.

Goal Displacement

The original goal is abandoned, and another goal is substi-

tuted. (i.e. Teachers emphasize behavior rather than school

work).

Goals With a Negative Pupil Valence

The pupil, perceives the goal or goals as failing to satisfy

his interests and/or perceives that the goals do not match his

ability. Ile states disinterest in goal and that he does not

think he is able to achieve the goal or goals.

-59-
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Goals With a Positive Pupil Valence

The pupil perceives the goals as satisfying his interests and

as matching his abilities. He states that he is interested in

pursuing the goal(s) and that he will be able to achieve the

goal or goals.

Grade Level (Pupil)

Grade level is the particular grade to which a pupil is assigned

as determined by his age and achievement scores.
(U 47)

Grading, Halo Effect

The high or low grade received in one subject influences teacher

judgement when assigning grades for other subjects.

Grievances, Provisions for Resolving

The administrator:

(182)

1. Tells staff members that he is concerned about irritating

items (lack of mat.rials, poor lighting, noise from other

classes, large classes, numerous clerical tasks, many

meetings, etc.)

2. Encourages teachers to report such items (in faculty meet-

ings, through committee members, in a suggestion box, in a

personal conference)

3. Inspects the school to discover such items

4. Removes as many as his authority controls

5. Explains w1 he cannot remove or change those not in his

authority
6. Keeps his staff informed (through bulletins and at meetings)

of the steps being taken
(370)

Group Identification (Pupil)

The pupil assumes the behavioral roles and values of the group.

He makes himself part of the group by changing his actions and

conforming to the peer group code of standards and behavior,

rather than expressing his own opinions and valr_Js.

-6o-
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Group Leveling (Teacher)

1. The teacher's lesson plan makes no provision for various

levels of work
2. Committee groupings do not reflect different growth rates

3. Tine is not apportioned according to individual needs

4. Teacher does not individualize assignments for able pupils

5. Teacher does not provide special resource materials for

particular children

6. Teacher does not use any free time in working with individual

Pupils
7. Teacher is disinclined to with "problem" pupils as

well as with "average" pupils

8. Teacher does not work as hard for slow and fast pupils

as for "average" pupils

9. Teacher does not encourage individualized solutions to

work problems and assignments

10. Teacher shows little concern for individual progress

Group Size, Discussion

For a group whose primary purpose is discussion, the optimum

number is 5 or 6. With a group of fewer than 5 members

feel threatened, inhibiting free response; with more than

6, participation of individuals drops.

Group Size, Large Group

A. large group is one which results from combining two or more

classes (35 students per class) for instruction.

(424)

(90)

(139)

Group Size, Small Group, Leadership

The teacher prepares himself in terms of the content (structures

qui4r=tions prior to the group session), listens to student ideas, gives

sicauents a chance to express feelings, and insists on minority

viewpoint being heard.
(91)



Group Zze, Task Oriented

The ideal size of the task-oriented group is the smallest

number that represents all the skills designated by the group as

required for the accomplishment of the established task.

(91)

Grouping, Self-grouping of Pupils, in Small, Independent Groups

The teacher allows the pupils to place themselves in small groups

in which they may work making their own group decisions.

(447)

Group, Variety of Simultaneous

Small groups (3-5), individuP !lork, teacher and 1 student,

etc. working at the same tiw 5s, one instructional area consti-

tutes a variety of simultaneous groups.
(1002)

Group-Oriented Teacher

The teacher focuses on more than one person but fewer than the

total class.

Guide Teacher

Each pupil is asvigned a guide teacher whom parents contact

for information, conferences, etc., or who contacts parents

for similar purposes.

(459)

(28)



Handwriting, Sequences of Instruction

Pnpils are first taught manuscript straight-sided letters, then

rounded letters, then combined, then slanted and then cursive

letter forms.
(852)

Height of Shelves, Non-verbal Cue, Behavior Habits

The height of &eras reminds the child, without the use of words,

of behavior habits explained to hixa by the teacher.

1. Four feet high or lower (K) indicates child helps self to sup-

plies
2. Above four feet indicates teacher use, or teacher permission

needed
(1007)

Height of Vertical Panel or Ceiling, Non-verbal Cue, Behavior habits

The height of a vertical panel or of the ceiling reminds the child,

without the use of words, of behavior habits explained to him by the

teacher.

1. Magb, panels or ceilings indicate large group activi4

2. Low panels or ceilings indicate smell group activities

Heterogeneous Group

(1007)

Children are placed in groups with others who have different achieve-

ment adores and rates of learning.
(California Achievement Test, and recorded judgments of teachers)

(27)

Heterogeneous Group

The class or group reflects the normal distribution curie as to

I.Q. scores and scholastic achievement on that grade.

(M)

Hindrance (Teacher)

The teacher states that:

1. Routine duties interfere with the job of teaching
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2. Teachers have too many committee requirements

3. Student progreas reports require too much work

4. Administrative paper work is burdensome

5. Insufficient time is allowed for preparation of reports

6. Instruction for operation of teaching aids is not available

Organizational Climate Description Questionnaire)

Homogeneous Ability/Achievement Group

(326)

Children are placed in groups with others who have achieved ap-

proximately the same scores in reading and similar rate of learning.

(California Achievement Test, teachers' judgments)
(2?)

Homogeneous Achievement Group

Students are grouped by reading achievement for reading instruction,

and by arithmetic achievement for arithmetic instruction.

(Metropolitan Achievement Test, and teacher observations

and Judgments)

Homogeneous Group, Non-graded

(139)

Pupils are assigned to multi-age high or low ability-groups, and

to separate language arts-social studies and eciance-mathematics

groups based.
(California Test of Mental Maturiti, reading and arith-

metic achievement)

Hostility

TI individual displays anger toward a person or group and or

seeks to inflict harm upon a person or group.

(Assessing Children's Feelings)

(7)

0210

Four-to-Hour flexibility, Learning Space

Learning space may be changed hourly or within a given clam period

to accomodate changes in class she or activity through use of

moveable panels, space dividers on rollers, folding and/or accordian
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partitions, These devices can be operated by the teacher (or stu-

dent) in one or two minutes.
(1003)

Human Relations, Negative

The following administrator behaviors are indicative of neglect of

Inman relations. The administrator:

1. Requires teachers to make appointments to see him

2. Keeps people waiting without stating why

3. Delays action on requests

4. Punishes teachers who go over his head in making requests by

not providing needed materials

5. Does not keep promises rs pay raises, assignments, promotions

6. Commands rather than requests
7. Accepts praise of his school as his personal credit

Hum Relation°, Positive

The administrator who fosters positive human relations exhibits

the following behaviors:

(370)

1. Is friendlysmiles often, calls teachers by first names

2. Is available for conferences with all staff members without

appointments, keeps his dour open for inprompt conferences

3. Refuses special chairs, special cars, special dining rooms

4. Is courteous in making requests

5. Takes prompt action on requests
6. Keeps promises re supplies, assignments, promotions

7. Passes along compliments which he hears

8. Gives credit to staff members when programs at his school are

complimented

-65-
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Ideational Fluency (Pupil)

The rate of which a pupil can think of ideas.
(Product Improvement Test, Unusual Uses Test)

IdioTaphic Leader

The idiographic leader:

1. Stresses fulfilling the demands of individuals rerson-

ality, need structure, and need-motivated behaaior

2. Minimizes organizational requirements

3. Views authority as delegated

4. Maintains highly specific interactions with subordinates

(Relationships with others are. parbiculartistic, tailored

to each personality)

5. Places major reliance on intrinsic sat ,,T13

Efficiency (group harmony through needs-satie'action) is his

major standard of follower excellence.

Imaginative, Original Teacher

The imaginative, original teacher demonstrates the following

behaviors:

1. Uses what seems to be original and unique devices to aid

instruction
2. Tries new materials or methods

3. Develops presentation around a question or situation

4. Is resourceful in answering questions; has many pertinent

illustrations available

Impersonal. Teacher

The teacher who is impersonal demonstrates the following be-

haviors:

(521)

( 318)

(17l)

i. Makes few statements of personal opinion and few personal

references

2. Makes few requests of reports of students, persona.

ience
3. Appears to lack interest in content by not offering addition-

al information
(1479)



partitions. These devices can be operated by tht teacher (or stu-

dent) in one or two minutes.

Human Relations, Negative

(1003)

The following administrator behaviors are indicative of neglect of

bean relations. The administrator:

1. Requires teachers to make appointments tc see him

2. Keeps people waiting without stating idly

3. Delays action on requests

L. Punishes teachers who go over his head in making requests by

not providing needed materials

5. Does not keep promises ri pay raises, assignments, promotiNns

6. Conmands rather than requests

7. Accepts praise of his school as his personal credit

Human Relations, Positive

The administrator who fosters positive human relations exhibits

the following behaviors:

(370)

1. Is friendlymiles aten, calls teachers by firb, names

2. Is available for conferences with all staff members without

appointments, keeps his dour open for imprompt conferences

3. Refuses special chairs, special cars, special dining rooms

4, Is courteous in making requests

5. Takes prompt action on requests

6. Keeps promises re supplies, assignments,.promotions

7. Passes along compliments which he Wire

8. Gives credit to staff members when programs at his school are

complimented
(370)



Ideational Fluency (Pupil)

The rate of which a pupil can think of ideas.

(Product Improvement Test, Unusual Uses Test)

Idiographic Leader

The idiographic leader:

1. Stresses fulfilling the demands of individualls person-

ality, need structure, and need-motivated bellaviv:v

2. Minimizes organizational requirements

3. Views authority as delegated

4. Maintains highly specific interactions with subordinates

(Relationships with others are particulartistic, tailored

to each personality)
5. Places major reliance on intrinsic sanctums

Efficiency (group havmony through needs-satisfaction) is his

major standard of follower excellence.

Imaginative, Originta Teacher

The imaginative, original teacher demonstrates the following

behaviors:

1. Uses what seems to be original and unique devices to aid

instruction
2. Tries new materials or methods

3. Develops presentation around a question or situation

4. Is resourceful in answering questions; has many pertinent

illustrations available

Impersonal. Teacher

The teacher who is impersonal demonstrates the following be-

haviors:

(521)

C318)

(en)

1. Makes few statements of personal opinion and few personal

references
2. Makes few requests of reports of students' personal ever-

ience
3. Appears to lack interest in content by not offering addition-

al information
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Improves Working Conditions

The leader plans for or taken action to provide a change in the

physical setting (paint walls, Lacrease supplies, adjust heat, etc.)

or the emotional tone (provides opportunities for teachers to ex-

press opinions, arranges coffee time for teachers, etc.) of the

school.
(333)

Inadequacy, Feelings of

Children display fears of not doing well. They demonstrate

self-dissatisfaction in the sense that, even if something was

dono well, it as not done well enough.

(Assessing Children's Feelings)

Inconsistent Teacher

(424)

The inconsistent teacher displays the following behaviors:

1. His instructional emphasis is inconsistent because of lack

of clear-cut educational philosophy on the part of the teacher

2. Educational objective is not clear-cut in plans of individual

lessons or vary in inconsistent manner

3. In discipline, Will one time condone what he condemns at

other times

4. Types of behavior that are acceptable are not clear-cut to

children because of variability

5. Permits special behavior to certain children on favoritism

basis
6. Varies conaiderable in manner in which he approached child

upon different occasions

7. Atmosphere varies according to mood tone of teacher so that

children must rely upon subjective rather than objective

criteria for behavioral standards

8. Teacher's behavior is erratic

9. Teacher is indecisive, vacillates, and seems to lack confi-

dence

10. Alters decisions frequently

Independence (Pupil)

The pupil perceives his activities to be "self-directed" (even

though the teacher may have helped create the perception) and

does not expect directions ...J.-am the teacher. In the face of
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difficulties, the pupil prefer& to try his own solution before

seeking the teachers; help. If teacher direction is given, the pu-

pil evaluates it in terms of the stated requiremmts of VA., learn-

ing activities.
(405)

Independent Activity

A student completes teacher-directed activities in reading, then

selects and reads books, work on individual projects, etc. with-

out direction from teacher.
200)

Independent Study

1. The child is permitted to go at own rate and follow his own

route determined by his stated interests

2. There is no nfailure,' or judgment on part of the teachers

present
3. Mistaken are welcome

4. Written units used have been prepared by th) consultant

5. Units are written so that children can work without teacher

direction
6. Eacl, student is on his own individual program planned by

the consultant after conferring with the student
(575)

Independent Study

Students are assigned to courses on the basis of diagnostic tests.

40-90% of their time is spent in working by themselves in study

booths or carrels. If help is needed, students file requests

(specifying problems) for teacher assistance. Within one or two

days the, are called into a teaching studio with other ttudents

having same difficulty.
(163)

Indifferent Teacher Group

An indifferent teacher group is one that is disinterested, lacks

purposes or goals and fails to produce.
(370)
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Indirect Teacher

:ate indireot teacher is one who demonstrates the following

behaviors:

13 Accepts, clarifies and supports pupils' feelings

2. Praises and encourages pqr.)11 behavior

3. Accepts, clarifies and uros pupils' ideas

4. Asks questions to stimulate pupils' participation in

decision-making
5. Asks questions to orient pupils to school work

6. Spends a greater percentage of class time listening to

pupils rather than speaking
(Flanders' Interaction Analysis Scale)

(403, 405, 464)

Individual Attention

Pupil is instructed on a one-to-one basis by the teacher or the

teaching aide.
(143)

Individual Help

Pupil asks for and receives specific help from teacher on a

one-to-one basis.
(231)

Individualization of Instruction

Individualization of instruction is defined as:

Pupil is allowed to proceed through a series of materials

(units) at apace that is determined by individual abilities
and interests at, determined by tests, teacher observation, and

pupil e..pression.

An ana4sis of pupil progress is made for each task. The teacher

then specifies what learning experiences the child will engage

in, and the mode of presentation (e.g. tapes, records, texts,

worksheets, etc.)

-69-
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Individualizing Instruction (Teacher)

The teacher individualizes instruction when:

1. He plans to provide for various levels of work

2. Pupils work in committees which reflect different rates of

grow%
3. Teacher provides individual plans for different students

4. Teacher provides special resource materials for particular

students

5. He works with individual, pupils during free periods

6. He provides for individual help during class hours

7. He helps able pupils go beyond classroom assignments

8. He spends more time with some pupils than others, according

to their needs

9. He shows appreciation of pupils in terms of individual, progress

10. He encourages individualized solutions to work problems, assign-

ments and other projects

11. He works as hard for slow and fast pupils as for "average"

pupils
12. Children are grouped for reading according to formal and in-

formal tests.

13. Teacher is willing to work with "problem" pupils as well as

"average" pupils
(421)

Individualized Instruction, Arithmetic

Given lists of pages and exercises to be completed at their own

rate of speed without teacher assistance, the student completes and

scores each exercise noting the number and percentage of correct

examples. The teacher checks each page, giving instruction based

on analysis of the errors.

Induction

(260)

Student arrives and states a general principle or concept from

examining particulars or facts.



Ineffective-Inappropriate, Materials, Use of (Teacher)

Teachers utilize materials ineffectively and inappropriately

when:

1. Little care of planning is revealed in classroom appearance

2. Materials used for motivation are insufficiently varied

3. Resources and materials are not available when needed

4. Teacher does not make provision for having available special

books and supplementary reading

5. Bulletin boards are not kept up-to-date with current topics

6. Teacher fails to have sufficient materials or provide for

turntaking by children

7. rd.stribution and collection of materials involves considerable

delay
8. Materials not easily accessible to children

9. Materials not integrated with lesson
10. Uses materials of such a nature that they cannot be handled

by the children
11. Little use made of outside resources to supplement available

material
12. Insufficient use is made of visual a4 ds

(420

Ineffective-Ingppropriatej Methods (Teacher)

The teacher's methods are ineffective and inappropriate when:

1. Teacher's directions are ambiguous or confizsing to children

2. Teacher does not clearly define goals

3. Teacher does not explain how immediate work fits in with

part work and future work

1. Teacher does not make assignments clear

5. Children's work is not returned pralotly

6. Children's work is not checked

7. Pupil role in classroom not clearly structured

8. Teacher wastes tir,";; stalls

9. Teacher is unprepared with plan for class work

Influences Affecting Choice of Teaching (Teacher)

(424)

The influences stated by the teachers which determined their

choice were: entering the profession because of its intellectual

nature, because they had liked school, because of the public and
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social service chaiacter of teaching, because they were advised
to do so by parents or relatives, or because of the attractiveness

. of teaching fray the standpoint of desirable position in the
cammmity and favorable prospects for advancement.

(Ryan& Teacher Characteristic Schedule)

Informaticti-Civing (Teacher)

The teacher informs when he:

(1&7l)

1. States facts, ideas and concepts beyond the data already
present in the situation which has not been requested by the
students (429, 10)

2. Demonstrates a procedure or method of acting, writing and or
performing

(4.59)

Initial Teaching Alphabet

The Initial Teaching Alphabet (Pitman Program) utilizes /at
symbols to represent the tj sounds of the English Language on a
one-to-one correspondence, one symbol for each sound.

(622)

Initiates Structure

The principal develops and puts into use a consistent pattern
of behavior in handling problems which pernIts an observer to
be able to predict how he will handle future problems.

Initiating Structure

The leader who stresses initiating structure:

1. Delineates the relationship between himself and the mem-
bers of his work group

(333)



lindorre.

2. Pets up welledetkied patterns of organization, channels
of camnunication, methods of procedure (Sets up a joint
canmittee of maintenance supervisors and instructional
supervisors to establish a school for custodians; establishes
a new procedure for assigning the use of the school building

during evening hours; changes the responsibility for the

revision of the school handbook fraa a committee of principals
to a canmittee of principals, teachers, and students)

Initiating Structure

Behaviors characteristic of initiating structure include:

(3414

1. The leader encourages overtime work

2. He tries out new ideas with the grow

3. He talks about how much should be done, encouraging slow-
working people in the group to work harder, assigning people
to particular tasks, asking for sacrifices from individuals

for the good of the entire group

14. He asks that people under aim follow regulations in every

detail, putting the section's welfare above that of any

member, stressing being ahead of other groups
5. He emphasizes meeting dELdlines
6. He decides in detail what whould be done and how it shall be

done by the work group
7. He meets with members of the group at regularly scheduled tines,

checking to see that members of the group are working to to
capality

(366)

Initiative (Pupil)

The pupil takes it upon himself to perform a task, selects the

task and caripletos it.
004,40)

Initiative (Pupils)

This was determined by the extent to which the children freely var-

ied the timing of the next step, either initiating the activity,

terminating it, and/or proceeding freely within it.

(990



Inquiry Training

Pupils are taught problem-solving techniques. They are presented

with specific problems. The teacher serves as their laboratory

or source of information. The pupils formulate their owu hypothe-

sis and ask questions requiring a "yes" or "no" reply from the

teacher in order to support or refUte their hypothesis or theory.

(752)

Insecure Teacher

The insecure teacher performs in the following ways:

1. He directs disapproval, threats, blame or Shame toward the

child as a person

2. He expresses partial or complete disapproval of ideas, be-

havior or personal characteristics of the child

3. He frequently resorts to punishment, i.e., sends child out of

room; keeps child after school; sends child to principal's

office; directs physical attack against child; deprives child

of specific material, activity, 'frights! or privilege

It. He uses personal disapproval frequently towards an individual

child or towards the group

5. His manner is indicative of lack of support, is threatening

guilt-provoking, challenging

6. His dominant intent is to admonish the child, i.e., focus

on his personal failure or failings in the situation

7. He uses children as objects of ridicule

8. He treats deviations from his standards as evidence of dumbness

9. He responds to a child with direct refusal or contradicts child

10. He "talks down" to the child
(1424)

Insecurity

This is an atmosphere in which neither support nor acceptance is

given to the child. Lack of support on the part of the teacher

is demonstrated by use of consistent disapproval, discouragement,

and lack of confidence in the child. The teacher's non-accept-

ance is demonstrated by his lack of respect for the child as an

individual. ONO

Insensitivity

The leader carries out or plans to carry out an action which

might be unintentionally offensive to someone. He approves without

revision a letter written by a subordinate which contains sentences



which reflect unfavorably on the recipient, etc.

Instruction

The transmission and storage of knowledge and culture with or

without the direct mediation of the teacher. (May use books,

films, filmstrips, TV, or computer, etc.)

(333)

(359)

Instruction, Direct (Teacher)

Teacher talks to, listens to, and demonstrates for children.
(1002)

Instructional Materials, Efficient Use of

Fewer copies of tapes, records, film strips, films, video-tapes,

will need to be purchased; they will be used more frequently, and

utilized by several classes at one time.
(1002)

Integration of Learning Experiences (Teacher)

Instructional Team Tasks

Instructional Planning, Team Tasks

with an individual or group for the purpose of achieving specified

The teacher identifies topics, words, skills, etc. which are

(260)

These instructional tasks are performed by the total team, a sub-

group,

discussion'guides, bibliography, materials, questions,

groV, or an individual member and include face-to-face contact

course objectives.

individual:Amtw, and include all activities related to prepar-

ation for the teaching act: background. reading, development of

These tasks are performed by the total team, a sub - group, or an

examinations, etc.
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to be taught in two or more subject areas, and combines the

teaching of these materials and techniques.
(188)

Integrative Teacher

The integrative teacher demonstrates the following behaviors:

1. Shows approval, accordance, thanks, acceptance of the spon-

taneous or self-initiated behavior of the child

2. Asks questions regarding the child's expressed interest or

activity

3. Makes statements regarding the child's expressed interest

or activity

4. Admits responsibility for his on act that is inconvenient,

unjust or unfair to another; or admits his on ignorance or in-

capacity
(375)

Intelligence (Pupil)

Pupil undertakes activities that are characterized by diffi-

culty, complexity, abstractness, economy, adaptiveness to a

goal, social value, and the emergence of originals.
(630)

:Intelligence of Pupils, Ability Levels

Four levels of intelligence include:

1. B.....seILEvmmpupils: I.Q. scores below 88. More than one

standard deviation below the mean.

2. Avers upils: I.Q. scores 88-112. One standard deviation

an z e mean.

3. Superior pupils: I.Q. scores 113-124. Between one and two

standard deviations above the mean.

4. Very superior I.Q. scores 125 and above. Two or more

standard deviations above the mean.

(Detroit Group Intelligence Test)

Interaction (Pupils)

Interaction is the extent to which the children respond to

each other; whether they structure for each other, evaluate

-76-
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each other, assist each other, work or play with each other in

a cooperative way.
(990)

Interage Class

An interage class is a group of children approximately half of

whom are first-year students, the other half second-year students;

or half second -year students, half third -year students, etc.

(75)

Interest, General

An individual displays interest when gives selective atten-

tion to itrimatliVng 1mA Amtinnottentagt that an Object or event makes

a difference or is of concern to him.

Interest and Involvement, Lack of (Pupils)

Pupils' lack of interest or involvement when they display no

desire to continue the class activity. Whenever the teacher

stops nshepherdine the group, the pupils stop their work.

Interests in Learning (Pupil)

(991)

The pupil displays increased attention to learning tasks and

exhibits self-initiated participation by asking many questions,

volunteering information and bringing a variety of related ma-

terials to class.
OA)

Interest in Social and Academic Areas

Pupils demonstrate interest in social and academic areas by:

1. Participating in extra-curricular activities offered in

academic and/or social institutions

2. Organizing activities within the context of social or aca-

demic institutions
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3. Volunteering to take responsibilities such as writing,

publicizing, carrying out policy, etc.

4. Attending lectures or meetings about topics that are new

Interest in Subject Matter (Teacher)

(M)

The teacher's interest in subject matter was measured by the

Manifold Interest Schedule. This test assessed the teacher's
oiEqedgeig academic areas: Social, Physical

and Biological. Science, English, Foreign Language, Mathematics,

Industrial Arts, He Economics, Business, Fine Arts, Music,

Sports, Reading and manipuIP,tive skills.

evnamln, RUA11s (Principal)

The principal is rated by teachers as successful in:

1. Resolving student discipline problems

2. Handling parental complaints

3. Handling delicate interpersonal situations

4. Obtaining parental cooperation with the school

4. Developing esprit de corps among teachers

(424)

(320)

Interpretation (Teacher)

The teacher interprets when he states, exactas, and brings elements

of the situation that are known to the pupil group together in a

way that the relationships and consequences are stated for the pu-

pils.
(429, 456)

Interpretation of Own Action (Teacher)

The teacher interprets his own action when the teacher explains

his action, admits his mistake, or states that he doesn't have

the answer.
(429)

Interpretation of Pupils' Feelings (Teacher)

The teacher interprets pupils' feelings when his response is
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in the form of a statement shich reflects feelings of the indi-
vidual student or groups of students.

Intimacy

(429)

The personality structure of the individual includes a need

for close interpersonal relationships with others.

(979)

Intimacy, Teacher

Teachers" closest friends are other faculty members*. Tea-

chers invite other faculty members to their homes. Teachers know

the background of other faculty members. Teachers talk about

their personal lives with other faculty members. Teachers have

fun socializing together during school time. Teachers work

together preparing administrative reports.
(Organizational Climate Description Questionnaire)

(326)

*key item

Intraception

The individual's attitudes and outlook stress the imaginative,

the subjective, and the, human elements.

(979)

Intraclassroaa Grouping

Intraclassroom grouping refers to part-time ability groups.

Teacher regroups (on the basis of daily classwork and teacher-
made tests) within the class, particularly for reading, arithme-
tic, and spelling in order to permit herself to work with young-

sters of similar needs.
(236)

Inventive Solutions to Problems Suggested by Pupils

Pupils suggest novel or unconventional ways to handle a problem

or situation.
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Involvement (PUpile)

Pupil involvement was determined by

1. The extent to which the children gave evidence of parti-

cipating in classroaa activities is a positive waythat is,

showed signs of pleasure or interest) or in a negative way,

showed signs of tensions or restlessness

2. The extent to which the children gave evidence of experiencing

difficulty (990)

3. The use of a rating scale based on an extensive cue list

which includes such factors as the amount of child-child

interaction, the amount of time spent by the pupil in actual

work, the amount of time given to extraneous tasks and the

children's expressed feeling.
(997)



No

Job-Oriented Principal

A principal who wishes to maintain his role as an elementary

principal, rather than Toling motivated toward higher administra-

tive positions (supervisor, superintendent).
(284)

Job Satisfactions (Teacher)

Teachers state that they feel job satisfactions under the following

conditions:

1. Fair treatment *

2. Feeling of importance *

3. Self-respect *

4. Part in policy formation *

5. Working conditions are pleasant *

6. Security and a comfortable living *

7. Sense of achievement *

8. Sense of belonging *

Judgment (Teacher)

(370)

The teacher serves as a judge when he renders a decision that

eventuates in pupil action or implies pupil action. The teacher's

decision is the outcome of a situation in which altercation or con-

flict is inherent or in progress in it. This includes conflict of

either behavior or idea.

Judgment-Moralizing

The jlidgment is moralizing when the teacher makes an ethical

statement, generalizing as to the ftgooduessr or nbadness" of

behavior or character traits.

(429)

(429)

Judgment-Punishing (Teacher)

The teacher's judgment (making a decision) is punishing when the

teacher pronounces a sentence that serves as a punishment for the

pupil.
(2429)
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Judgment-Teacher Directed

The judgment is teacher directed when the teacher makes the

sion, gives the direction or command, and closes the issue.
teacher snakes the decision based upon his own criteria.

deal-
The

(149)

Judgment-Turned Back (Teacher)

The judgment (making the decision) is turned back when the teacher

turns the issue to the pupil group for decision. The teacher assists

Cm pupils involved In analyzing the problem and in making the judg-

ment. (429)



!now ledge, Acquisition and Application of

This area refers to the recall, recognition, and retention of
facts, concepts and principles and generalizations. pupils

who acquire and apply knowledge demonstrate the following be-
haviors

1.
2.

3.
4.

Use terminology of a discipline studied in the coserecrb context
Name the major theories and describe them without requiring
reference material
Identify facts, theories, principles in a given discipline
Select relevant facts, theories, principles to solve specific
problems in a given discipline

Knowledge, Professional (Teacher)

1.

20

The teacher's knowledge in terms of professional information,
history, literature, fine arts, science, mathematics, English
expression and non-verbal reasoning was measured.
(National Teacher Examination)
The teacher's knowledge related to foundations of education,
child development and educational psychology, guidance and
measurement, instructional methods, English, history, litera-
ture, fine arts, science and mathematics was measured.
(Teacher Education Examination)

(401,424)



Label Words (Reading Cues)

Words are taken from text story and placed next to the appropriate

object in the picture about the story.
(737)

Laboratory Classroom

A laboratory classroom is one that has the materials (books, supplies,

charts, maps, etc.) and equipment (Projectors, screen, microscopes,

tape recorders, etc.) needed to teach a specific subject to any

pupil whatever his level of advancement in the curriculum, and what-

ever his level of ability.
(126)

Laboratory Method

The teacher provides pupils with direct experience and materials

pertinent to the area of study. Pupils manipulate materials.
(1000)

Laissez-Faire Administrator

Although he has received his position through examination or ap-

pointment, the laissez-faire leader exerts no leadership.

1. He does not tell teachers what he thinks, nor does he re-

strict teachers! activities or impose a pattern on them

2. He listens to everyone, but avoids answers which are value

judgements

3. He holds frequent, lengthy. (two hours or longer) faculty

meetings in which everyone talks. No pattern is established;

anyone brings up any topic or problem. If the staff agrees

on a point it makes little difference in the operation of the

school because each teacher may choose to follow the direction

or not.

4. This leader is not organized. The secretary taken care of

routine reports, orders, absences, etc. while he spends his

time working on any problem which a teacher or a group brings

to him

5. He tells teachers that they mat choose to participate in com-

munity activities or not- If no one volunteers for a community

committee, he either goes himself or sends no one

(370)
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Leader, Official

One who receives his position through appointment or examination.
(370)

Leadership

The initiation of a new structure or procedure for accomplishing an
organization's goals and objectives, or for changing an organiza-
tion's goals and objectives. The emphasis is on initiating change.

The leader is disruptive of the existing state of affairs.

(344)

Leadership, Executive Professional (Principal)

The behavior of a principal which can be viewed in his efforts to
conform to a definition of his role which stresses his obligation
to improve the quality of teacher performance. The principal:

1. Has constructive suggestions to offer teachers in dealing with
their major problems

2. Displays a strong interest in improving the quality of the
educational program

3. Gives teachers the feeling that they can make significant
contributions to improving the classroom performance of stud-

ents

4. Helps teachers to understand the sources of important problems

they are facing
5. Makes teachers' meetings a valuable educational activity
6. Considers "what is best for all the children" in his decisions

affecting educational program
7. Brings to teachers' attention literature that is of value to

them in their jobs
8. Maximizes the different skills found in his faculty
9. Treats teachers as professionals

10. Gives teachers the feeling that their work is important

11. Takes a strong interest in the professional development of

teachers

12. Gets teachers to upgrade their performance standard in the

classroom
(320)

Leadership, Group

Group leadership is demonstrated when:

1. Group members define their problems, decide on their object.

II,

Ives, plan ways in which to achieve objectives

-85-
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2. Decide (on the basis of analysis of training and skills)

which group member will direct each activity

3. Set up procedures and policies

4. Set limits of time for the completion of tasks

Leadership, Self-Evaluation of

The principal rates himself on his performance in:

1. Getting experienced teachers to upgrade their work

2. Improving the performance of inexperienced teachers

3. Getting teachers to use new methods

4. Giving leadership to the instructional program

5. Communicating the objectives of the school and faculty

6. Knowing about the strengths and weaknesses of teachers

7. Maximizing the different skills of the faculty

Leadership, Shared

The principal or supervisor (es appointed leader) tells

which are the areas in which has authority (can make

and in which of these he will share the decision-making

Leadership Style

(370)

(320)

his staff
decisions),

with them.
(370)

Leadership style is the characteristic behavior of an administrator

in his capacity as the appointed leader of a school. Leadership

styles include the Autocratic*-Democratic* continuum (points on which

are the Laissez-Faire*, the Paternal* and the Manipulative*), and the

factors and styles identified through a work simulation technique:

1. Preparation for Decision*

2. Volume of Work Produced*

3. Exchanging Information*

14. Discussing*, Complying*

5. Analyzing the Situation*
6. Maintaining Organizational Relationships*

7. Organizing Work

8. Responding to Outsiders*

9. Directing Others*
(332,333,370)



Learning Center

A large area serving the entire school as a library and research

center and a study facility. Additional facilities include a list-

ening area with tapes and equipment, a project area, a mediation

area and individual study carrels.

Learning Laboratory

(28)

The learning laboratory is a large room where students, teachers,

and many kinds of materials and resources are brought together.

Students proceed through definite assigned units of study, working

individually in clearly defined steps, and conferring regularly

with teachers. (1005)

The learning laboratory setting includes the following features:

1. A large area

2. Carpeting and drapes

3. Individual, mobile carrels

14. Tape booths
5. A large variety of materials in all subject areas

6. A large variety of visual aids and equipment.

(55)

Learning Space

1. Flexibility
Learning space may be changed on an hour-to-hour*, day-to-

day*, week-to-week*, term-to-term*, or year-to-year* basis

to accomodate changes in the school program.

2. Interchangeable Functions
Small spaces are available which can be utilized without

physical change for seminar, recitation, individual study.

3. Specific Function, Ehlti-Discipline Usage
A multi-discipline learning space is one such as a lecture

hall with media which is used for one educational process

or one function, but can be used by many different disciplines,

(i.e. lecture, or film-lecture in social studies, science,

literature).

4. Unidiscipline, Specific Usage
A unidiscipline learning space is a facility designed to

house one function and one discipline; multiple uses are not

appropriate (i.e. science laboratory, woodworking shop).
(1003)



Lecture Method

1. The teacher gives facts or opinions about the content or pro-

cedure, expresses his own idea and asks rhetorical questions.

(373,404,405,411,1142,450,459)

2. The teacher speaks a greater percentage of the time.

3. He limits discussions to directly relevent materials,

4. He makes few requests for student opinions.

5. He does not enter into discussions with students.
(479,1000)

Leisure Time Interests and Activities (Teacher)

These consisted of hobby activities such as attending the theatre,

opera, sports activities.i participation in school related organiza-

tions, and participation in community organizations.
(413)

Letter Recognition by Shapes

The teacher uses shalpes of letters to suggest the picture of an

object which has a nem) that begins with the sound for which the

letter stands.

Letter-Sound Association

1. Given a letter in print, the pupil makes the sound of that

letter.

2. Given a sound in a word, the pupil states the letter(s) in-

volved in making that sound.

(727)

(727,6710

Listening Ability (Pupil)

This was measured by the Sequential Tests of Educational Progress-

Listening Test.
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Logical Evaluation of Content (Pupil)

The pupil states a complete logical evaluation of a piece of in-

formation when he responds to the teacher's statement relating to

a thing, event, or action (to be rated good or bad, true or false,

just or unjust,) by stating the thing or event, the rating, the

criteria by which he made the rating and the facts about the thing

or action rule that support the use of the criteria in making the

rating.(analysis of taped recordings).

Loosely Structured Classroom Setting

(449)

The teacher provides a setting allowing children to share in plan-

ning educational activities, to take responsibility for routine class-

room procedures, to establish and enforce behavioral regulations

in the classroom, to express their own viewpoints and to work with-

out direct supervision.
(424)



Maintaining Organizational Relationships

The principal who stresses maintaining organizational relation-

ships:

1. Involves a number of superiors or outsiders

2. Discusses with superiors or outsiders

3. Relates problems to background materials or etructure

4. Follows lead by outsiders

5. Communicates by telephone

6. Does not delay or postpone action

Managerial. and Clerical Duties (Principal)

The principal is responsible for the following tasks:

1. Keeping school records

2. Checking school attendance

3. Taking inventory of equipment

4. Ordering or distributing supplies

5. Preparing reports for superiors

6. Checking grade sheets or report cards

7. Planning schedules

8. Beall:width correspondence
9. Supervising budget

10. Managing the office

11. Supervising custodial staff

Managerial skins, Principals Self-Evaluation

The principal rates himself on his ability to:

1. Run the office smoothly

2. Plan well for the school's needs

3. Direct the work of administrative assistants

4. Cut "rod tape" when fast action is needed

5. Publioize the work of the school

Managerial Support by Principal for Teachers

The principal who provides managerial support for his teachers:

1. Makes decisions promptly

(332)

(32o)

(320)



2. Is consistent in decisions.

3. Does not give teachers unnecessary paper work.

4. Runs meetings in an organized way.

Manipulates (reacher)

(320)

The teacher arranges elements of the classrva environment, personal

or physical; causes others to do something.

Manipulative Administrator

Although this leader does not give direct commands or orders,

he works in such a way that teachers see the "superior value"

of his viewpoint and the way of work.

(459)

2. Problems are discussed with influencial teachers before being

brought up at a general meeting. Key faculty members are asked

to support proposals before entire staff is asked to consider

them. An agenda is prepared prior to each meeting. Proposals

brought up from the floor are referred to committees for con-

sideration and recommendations before being discussed.

2. The leader works closely with all committees in planning meet-

ings. Teachers are not expected to have an equal tart in deter-

mining the program or the way work should be done. In meetings

chaired by the leader he knows when to recognize persons who

are in favor of the idea, and when to give the floor to the

opposition.

3. The faculty of such a school reaches concensus easily. When

teachers ask to be transferred because they are dissatisfied

with such mAnipulation, they are labeled by this leader as

"disgruntled diehards" or "persons who do not understand

modern education.
(370)

Manipulative Exercises for Writing

Child dials toy telephone, puts puzzles together, sets table, cuts

with scissors, finger paints, molds clay.
(856)

Mastery Technique, Spelling

Student looks at, says, listens to, traces (in air), copies, until

he writes the new word correctly from memos,.
(846)



Mature Behavior (Pupil)

t'apila take the responsibility for their own aotiona and move

away from an infantile reliance on adults.

(Assessing Children's Feelings)

(14214)

Meets Pupil Request (Teacher)

The teacher meets a request when he makes a response to a request

of an individual or of individuals.

Memory, Reading Readiness

Pupils exhibit the following behaviors:

1. Memorizes birth date and home address
2. Repeats a simple sentence without error
3. Follows a series of three directions in given order

14. Re-tells a story without confusing the sequence of events

(1450)

(737)

Mental Abilities (Administrators)

Thirteen basic cognitive factors can be measured using timed testa

as follows:

1. Deduction (Reasoning)
2. Induction (Letter Grouping)

3. General Reasoning (Math Aptitude Teat)

14. Verbal Knowledge (Advanced Vocabulary)
5. Flexibility of Closure (Concealed Figures)
6. Speed of Closure (Four Letter Words and Gestalt Completion Teat)

7. Associationel. Fluency (Associational Fluency, Form A)

8, Expressional. Fluency (Expressional Fluency, Form A)
9. Ideational Fluency (Ideational Fluency 1, Form A)

10. Word Fluency (Word Fluency, Form A)
11. Associative Memory (Associative Memory 1, Firet Names and

Associative Memory 2, Picture Numbers)
12. Number 51%01131y (Addition Teat, Number Facility 1 and Subtrac-

tion and Multiplication Teats, Number Facility 2)
13. Visualization (Paper Board Form)

(333)



Mental Abilities (Pupil)

See Intelligence *

Mental Capacity Reguired For Reading Readiness

Pupils exhibit the following behaviors:

1. Speaks In sentencesrntilizes a variety of words

2" Answers verbal questions and follows simple verbal directions

3. Creates a simple story, either realistic or fanciful

4. Eamembers and states events c previous days or weeks

5. Classifies objects according to general categories

(702)

Monologae-Unit of Classroca Discourse

A monologue is =utterance (an utterance is defined as what one

individual says at a given time) made by either the teacher or the

pupil and stands alone. It is a solo performance by a speaker

(pupil or teacher) addressing the group and rqqaires no verbal re-

sponse. The solo speaker moves from point to point in his exposi-

tion, raising one point, elaborating at some length and then pro-

ceeding to another point.
(383)

Morale, High (Teacher)

Signs of high morale include the following behaviors:

1. Teachers are prompt in coming to work or to meetings

2. Absenteeism is low

3. There is little staff turnover

4. Teachers discuss problems and state grievances at open meetings

(370)

Morale, Low (Teacher)

Signs of low morale include the following behaviors:

1. Teachers take excessive time away from the task at hand

2. There is constant bickering and/or complaining

3. There is low production

-93-
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More Effective Schoola Program, New fork City

10,000 students who were achieving below the national, norms (aver-

age 3 months - -grade 2 to 12 months- -grade 6) were placed in special

clams in which:

1. Groups of 4 teachers cooperatifay planned for and instructed

66 younsters at any given grade level from 1 -6; Pre -K--15

pupils per 2 teachers; K-18-20 pupils, 3 teachers per 2 causes

2. An aaniatant principal for each 2 grades was assigned to help

with instruction

3. Teacher specialists in art, music, and other cnrrioulem areas

were used to enrich the instructional program

4. Teacher preparation time was provided during the school day

5. A guidance team (social workers, psychologist, etc.) was assigned

each school
6. Materials of instruction and equipment was provided in excess

of usual amount

Motivation in Becoming a Principal

The individual seeks to become a principal, due to a desire to:

1. Give greater service to education
2. Achieve upward social mobility

3. Earn addition salary
(320)

Motor Control Required For Reading Readiness

Motor control required for reading includes

1. Cuts with scissors
2. Handles playground equipment with ease to illustrate hand

coordination

3. Handles pencils or crayons to trace a straight line

4. Turns pages of a book without tearing or folding them

Motor Encoding Ability (Pupil)

(737)

The pupil expresses ideas in gestures.

(Minot, Test of Paycholinguistic Abilities)
(915)
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Moveable Partitions, Nongerbel Cue, Behavior Habits

Moveable partitions reminds the child (withamt the use of words)

of behavior habits explained to him by the teacher. The child

will not intrude on others or can find a quiet spot by himself

through use of these partitions which can enclose small areas,

or set off private working or thinking retreats,

Multi-Age Classes

(1007)

Pupils are placed in clams of approximately thirty stud:into on

a heterogeneous, random basis. Primary classes contain children

who are 6, 7, and 8; intermediate classes contain children who

are 9, 10, and 11.

Multi-Method Approach

Teacher utilizes wax methods and instructional media in one

instructional period.

Millti4ethod Approach to Reading

Multi- Method nay include the followings

(219)

(1113)

1. Teacher presents one sound at a time, teaching the main grapheme,

of each sound together
2. Each spelling pattern is presented in words, sentences and stories

3. Blackboard is used throughout the lesson

1. Children participate in demonstrations and games

5. Reading period is accompanied with writing the new sounds and

words

6. Review period - children write new words and sentences from

dictation and proof read their own papers

Multimodal Approach, Reading

1. Students listen to the sounds of the word

2. Looks at and reads the sounds

3. Says the sounds

4. Writes the sounds

-95-
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Multi- Sensory

The pupil's simultaneous use of a combination of two or more senses

(sight, bearing, touch, taste, and smell).
(89)



Naming Behavior of Pupil.

The pupil supplier the oirrect name orally or in writing, for

objects events, or class of objects or events.

Needs Structure

The individual's personality needs including:

1. Deference *
0 Endurance *
3, Ethibitioa *

4. Intimacy *

5. Intraception *
6. Nurturance *

7. Order *
8, Succorance *

(979)

Neighborhood Worker

The neighborhood worker is a parent hired and trained to work
with the trained social worker for a school to establish cam-
mucication between Ufa teachers and parents of children. Re-

sponsibilities of the neighborhood worker are:

1. Mae, initial contacts with families new to the district
2. Discusses the school program with parents new to the district

3. Makes calla or visits to follow-up truancy reports

4. In a classroom crisis (child has an emotional outburst, defies

the teacher, etc.) talks to the child in or out of the roam
(90)

Nervous Teacher

The teacher is hesitant in speech and movements and paces the

floor.
(479)

Noinothetic Leader

The momothetic leader:

1. Stresses the requirements of the institution and the conformity

of role behavior to expectations
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2. Does not seek to satisfy needs of individuals

3. Perceives authority as vested in his office

1. Places heavy emphasis on rules and procedures (no exception),

imposing sanctions to ensure conformity

Effectiveness (getting the job done) is his standard of ex-

cellence for his subordinates.

Non-Correction Procedure in Programed Institutions

Student is required to make a response and go the next item

whether or not his response is correct. He then goes through the

whole seat of parts and returns to the beginning and starts over

again, repeating the procedure until all the parts have correct

responses.

Non-Directive Teacher

The non-directive teacher displays the following behaviors:

le Reacts to the students' remarks by making gently challenging

statements without any disputing statements

2. Makes statements provoking student reflection without any

disapproving statements

3. Leads students, but does not make directive statements

1. Makes esteeming statements without praising

5. Makes guiding statements without prescriptive statements
(442)

Non-graded Primary

A program of organized instruction between kindergarten and grade

1, usually involving three years, in which no grade designations

are used. Children are differentially grouped in all subjects by

ability and achievement in reading, language, arithmetic, etc.,

rather than the amount of time he spends in school.

Non-graded Primary Reading Program

Students in grades 1..3 are 1mA:rioted in small groups or on an

individual basis in reading according to I.Q. scores, reading

aolievemant scores and teacher observed rate of progress,
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Grouping can be changed as student's skill increases or rate of

reading changes.
(240)

Nonrgraded Primary Reading Program, Flint, Michigan

In the Primary Cycle Plan, ten levels of reading skills progress

replace former grades 1-3. The initial placement of a child is

based on the kindergarten teacher's estimate of the child's read

ing readiness. Careful records of reading progress are kept. A

child moves to another group as he exceeds the achievement of his

current group.

Non-graded Primary Reading Program, Milwaukee Plan

Following Kindergarten, all primary children enter a three-year

non-graded program. Some children complete the program in two

years, some in four, but all utilize 12 modules of reading as

follows:

Moduli 1. Pre-reading
Mbdul. 1. Chart Reading

Module 3. Pre-primers

Module 40 Easy primers

Nodule 5. Harder primers

Mule 6. Easy first readers

Module 7. Harder first readers

Modyle 8. Easy second readers

Wills 9. Harder second readers

Module 10. Easy third readers

Module 11. Harder tbird readers

!Mule 12. Independent reading

(2314)

Within each classroom pupils are divided into 3 homogeneous groups

on the oasis of teacher judgment, and reading achievement test scores.

A pupil may move to another group at any time (based on teacher eval-

uation of growth in reading skills).

Ten reading levels have been established in reading for the equiv-

alent of grades 13. Individual Children are reclassified at any

time on the basis of standardized teat results.
(231)

Primary Reading Program, Park Forest, Illinois

Following Kindergarten, children are grouped for reading on the

readiness tests, and teachers' judgment of social and emotional



maturity and social compatibility. In the primary level each class-

room contains three reading groups; if a child achieves beyond the

highest reading level in his room, he moves to another classroom for

reading instruction. Primary teachers remain with one group for the

three year program.
(234)

Non-graded Primary: Continuous Progress Reading

The pupil is advanced from one learning level to the nest in

reading as his teacher judges he is ready b his reading achieve-

ment test scores and classroom performance. No child is kept in

a group for any given period of time.
(200

Non-graded Primary, Two -Year Spans

All classes organized in spans, =eh as Kindergarten and Grade one

(ages 5-6) or Grades one and two (ages 6-7), with each class a

heterogeneous unit with subgrouping for instruction in reading,

based on reading achievement teat scores and teacher judgment,

class size limited to 22 pupils per class, plus a fourth teacher

for every three classes.
(179)

Non-graded Program, Duties of Fourth Teacher

Duties of the fourth teacher for each groups of 3 homerooms, any

levelt (T is teacher does not have a homeroom assignment)

4. Teaching majority of class while teacher works with a few

1. Teaching skills to small groups or individuals

2. Continuing instruction in creative work (art, music, etc.)

begun by specialist

3. Testing pupils, diagnosing results

pupils

5. Teaching the class during homdroom teacher's unassigned

Non-Verbal Behavior (Teacher)

Non-verbal behavior encompasses the teacher's radial and bodily

expressions associated with his momentary dispositionsmiling,
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frowning, tone of voice, expression of eyes, posture, and the
actions he uses to show a pupil how to do something.

(1449)

Non-Verbal Cue, Increased Motivation

An aspect of the environment which encourages the child to inves-

tigate further, as:

1. Bells indicate beginning, end, or change of activity; remind
child to come inside, feed animals, gather around teacher

2. Boxes with holes focus sense experiences of seeing, hearing,

feeling
3. Color of storage units (different color for each un:,,t) visual-

izes number concepts

4. Flags placed to catch wind currents indicate a natural element

to a pupil

E. Ftrnishings which are easily manipulated (doors, toilets,
storage unite, windows, chairs) can be handled without adult

assistance
6. Shadows on the floor indicate the passage of time, the shape

of a window, a marker of the seasons, etc.

7. Storage units, shape reinforce concept of shape and size

relationships
(1007)

Non - Verbal Cue, Behavior Habits

A. marker is the environment that reminds the child (without the
use of words) of behavior baits explainAd to big" by the teacher
as:

1. Blight of shelves
a. Four feet high or lower (K) indicates a child helps him-

self to supplies
b. Above four feet indicates teacher use, or teacher permis-

sion needed
2. Height of vertical panel of ceiling

a. High panels or ceilings indicate large group activity
b. Low panels or ceilings indicate small group activities

3. Light
a. Bright "ight indicates active areas
b. Subdued light indicates quiet areas

4. Lines on floor mark movement for fire drill, traffic patterns,
etc.

5. Reflected sunlight such as skylights catching the sun at
predetermined times signify beginning or ending of a sche-

duled activity
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Nurturance Need

The personality structure of the individual includes a reed to
provide care for others, particularly the young, the weak, or
the incapable.

(979)



Objective Teacher

The objective teacher demonstrates the following behaviors:

1. Attempts to gather all pertinent information before making

a decision
2. Does not make a decision affecting classroom or school opera-

tions until emotions are under control

3. Tries to find underlying cause of difficulty when conflict

arises

4. Permits children to voice opinions in teacher-child conflicts

5. Attempts to keep conflict situation within bounds

6. Attempts to be constructive in resolving problem situations

7. Does not depend upon others to resolve conflict situations

( 424)

Obscurity (Teacher)

The obscurity of the teacher's presentation of subject matter may

be manifested by the occurrence of the following pupil behaviors

after the teacher's presentation of subject matter:

1. Students request teacher to repeat what he has said, to

further explain, further interpret, and repeat hypotheses

and theories

2. Discussions which were closed by the teacher are re-opened

by the students requesting further discussion

Observational Team Tasks

(479)

Observational team tasks performed by the total team, a sub-group,

or an individual member so designated included:

1. Observing by live television, video-tape, or classroom visit-

ation the teaching performance of another team member

2. Evaluating the teaching performance in terms of pre-established

criteria
(260)

Obstructive Pupil

Obstructive pupils are characterized by the following behaviors:

1. Refuse to obey teacher's demands or requests

2. Are noisy
3. Are verbally or physically aggressive towards each other

4. Refuse to cooperate with each other

5. Interrupt teacher and other pupils

6. Verbally demand, command, physically use force and attack the

status of the other children (424)
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Open Climate

In the prototype of the Open Climate:

1. The teachers have a high degree* of ESPRIT* (They accept the

faults of their colleagues, and adopt an attitude of "let's

get this done'', etc.)

2. They work together without disagreement or bickering (low*

DISENGAGEMENTS)

3. They are not burdened by routine duties and reports, and tk

principal's policies facilitate the accomplishment of such

tasks (low* HINDRANCE*)

4. The members enjoy friendly relations with each other, but do

not feel a need for a high degree of INTIMACY* (They have many

friends and interests outside their fellow staff members)

5. The principal has a high degree* of THRUST* He works hard him-

self, setting an example for the staff

6. He examines situations and, depending on his analysis, either

criticizes teachers or goes out of his way to help them (high*

CONSIDERATION-)

i. He is not ALOOF*, nor does he set up impersonal or inflexible

rules, but he controls indirectly through rules and regula-

tions which are adhered to

8. He does not emphasize PRODUCTION*, does not monitor teachers'

activities closely. He shares leadership by allowing teachers

to lead in areas in which they have special training and skill
(326)

Open End Scheduling

The uopen end" plan incorporates the following features:

1. There are no "study periods" during the school day

2. The final period of the day is designated the "open end"

during which students work individually or in groups on sub-

jects which they select, complete science or industrial arts

lab projects (assigned or self-chosen), or do homework

3. All facilities of library and laboratories (art, science,

practical arts, home arts) are supervised and open. Teachers

are available to give any requested help

4. Each subject has a priority day during which all teachers of

that subject are on call. Students may claim an individual

teacher's time by appointment. Teachers may also clain students

5. The open end period is divided into modules, which are grouped

together into periods of varying lengths depending on specific

needs
6. Students who complete all work may leave school at any time

after the beginning of the open era period
(273)



Open Structuring (Teacher)

The teal) structures openly when he states the topic, problem

or uLtivity (area of attention) without calling for a precise and

single correct response from the pupil. The specific choice of

the content of response lies.within each pupil.
(429)

Operant Conditioning

A form of learning wherein the individual becomes progressively

more likely to respond in a given situation with that response which9

in previous similar situations, has brought about a rewarding or

or satisfying state of affairs. (8810

Opposers, Pupil Personality Profile

Children who are opposers are characterized by:

1. Disturbed authority relationships*

2. Feelings of inadequacy*

3. Overall pessimistic set

4. See themselves as a selected target for others' hostility,

peers as well-as adults

5. Refrain from taking personal responsibility for their actions

6. Exhibitionistic tendencies*

7. Deny any push toward school achievement

Optimistic Teacher

An optimistic teacher is characterized by the following traits:

1. Cheerful and good-natured

2. Genial

3. Receptive to joking

4. Emphasizes potential "good"

5. Looks on bright side; speaks optimistically of the fatur,

6. Calls attention to good points; emphasizes the positive

(14214)

(4210

Oral Expression, Required for Reading

The pupil's level of oral expression required for reading include:

1. Pronounces words clearly.

2. Talks in complete sentences
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3. Speaks spontaneously in group discussion

b. Volunteers to retell story read by teacher

5. States central thought of a story and predicts the outcome

6. Follows left-to-right progression across a page

Ordering Behavior (Pupil)

Pupil arranges two or more objects or events in proper order in

accordance with a stated category.

Organizational Climate

(737)

(756)

Six organizational climates have been identified for the elementary

school, based on the relationships between the principal and staff

and the interrelationships among the teachers. The six climates

represent points on a continuum from open*, through autonomous*,

familiar*, paternal*, controlled* to closed*.
(326)

Organizational Climate, High Degree of any Variable

The variable (aloofness*, thrust*, consideration*, production

emphasis*) is scored at one or more standard deviation(s) above the

mean, where the mean is 50, and one standard deviation is 10.

(Organizational Climate Description Questionnaire)
(326)

Organizational Climate, Low Degree of any Variable

The variable (aloofness4, thrust*, consideration*, production

emphasis*) is scored at one or more standard deviations below the

mean, where the mean is 50 and one standard deviation is 10.

(Organizational Climate Description Questionnaire)

Organizational Team Tasks

Organizational-administrative tasks performed by the total team,

a sub-group, or an individual member so designated include:
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1. Scheduling rooms

2. Requisitioning materials

3. Establishing operating rules and procedures

4. Making teaching and other assignments

5. Setting up schedules for rooms
(260)

Organizing Work, Administrative Style

The principal whose administrative style stresses organizing work:

1. Schedules work for same day or week

2. Follows pre-established procedures

3. Specifies time for work
(332)

Originality (Pupil)

When charged to list the possible results of an unusual situation,

the pupil states uncommon ideas, produces clever and new responses

or makes remote associations.

(Consequences Test)

Originates (Teacher)

The teacher originates when he serves as the source of behavior in

that there is no aspect of the classroom situation which provides

an immediately discernible explanation of his behavior. The un-

discernible stimulation may be district expectations, professional

training, teacher laanning, etc., but the teacher is not inter-

acting with the existing elements in the immediate classroom en-

vironment.
(459)

Order

The personality structure of the individual includes a need to put

things or ideas into systematic arraagement.

Over - Generalization (Pupil)

Pupil uses little erfirical data in arriving at conclusions.
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(Social Studies Inference Test)

Overt Responses (Pupil)

Pupils answer questions, in the form of writing, speaking, or

indicating alternatives in a multiple-choice question,



Participating Pupils

Children demonstrate participation when they:

1. Make frequent use of available resource materials

2. Bring in projects

3. Relate relevant experiences in class

4. Join in discussions.
5. Offer suggestions and contributions
6. Mame toward the teacher in a friendly, confiding manner,

talking with her and sharing their ideas

(424, 433)

Paternal Climate

In the Prototype of the Paternal Climate:

1. The teachers do not work well together: they split into

factions. There is high* DISENGAGEMENT* (much bickering)

because the principal does not control the activities of the

teachers
2. The principal does most of the routine reports and duties

himself, resulting in low* HINDRANCE* for the teachers

3. The teachers are not personal friends, and have little or

no social contacts (low* INTLNIALDO

4. There is little sense of satisfaction in task accomplish-

ment or social-needs, resulting in low* ESPRIT*

5. The principal is constantly checking, monitoring, telling

people how to do things. Be insists on knowing everything that

is going on (low* A.LOORIESSIO

6. He emphasizes all the things that should be done (PRODUCTION

EMPHASIS*), and does all the scheduling, class changing, etc.

personally
7. He regards the school and its duties as his main interest

in life, and does not seek satisfactions away from the job.

He uses CONSIDERATION* behavior to satisfy his own needs

8. His degree of THRUST* is average*: he tries to move the

teachers, but he fails to motivate them because he does not

provide an example
(Organizational Climate Description Questionnaire)

(326)

Pattern of Work by Example

The administrator sets an example of his expectations by:

1. Coming to work PArly

2. Staying at work until or beyond the designated hour

3. Being prompt in meeting deadlines

4. Completing all details of his assignments
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Patterned Sets for Spelling

In early or primary lists of words, only one letter and one

soi'nd changes in successive words in a spelling list.

Patterns, Sound-Spelling

(8!&6)

Words are grouped in a sequence to exhibit only one sound that

differentiates it from another word meaning. (Phoneme).

(732)

Perceptual Skills (Pupils)

The perceptual skills of mils are:

I. Auditory Decoding
2. Visual Decoding*

3. Auditory-Vocal Association*
4. Visual-Motor Association*
5. Vocal Blooding*
6. Motor-Blooding*
7. Auditory-Vocal Automatic*

8. Auditory-Vocal Sequencing*

9. Visual Motor Sequencing*
(Illinois Test of Psycho linguistic Abilities)

nPermissiven Teacher

The upermissivell teacher selects students to conduct class-

room discussions, calls upon students to answer other students!

questions, to give their on opinions, presents a greater amount

of subject matter that strongly opposes pupils! common notions,

provides less amount of teacher factual speech and spends a

lower percentage of the time speaking.
(' ?9)

Personal Assistance (Teacher)

The teacher for a pupil or pupil group when he goes beyond simple

arrangements and does something that is over and above the rela-

tionships that are public and estEClished with each student in

the room.
(429)
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Personal Responsiveness (Teacher)

The teacher demonstrates personal responsiveness when he re-

plies or acts to serve the students in terms of their personal

needs by doing any of the following:

1. The teacher meets pupils! requests*

2. The teacher clarifies problems for pupils in a personal manner*

3. The teacher interprets*
(16o)

Personality Factors

Basic personality factors can be measured by the Sixteen Person-

ality Factor Questionnaire.
(333)

Pessimistic Set (Pupil)

Pupils expect disappointment rather than satisfaction.

(Assessing Children's Feelings)
(4210

Phonics Method

The teacher orally presents to the children the sounds of single

letters or groups of letters which are to serve as auditory cues

for the pupils in assisting them in word identification and re-

cognition.
(413)

Pictorial Cues, Letter Shape

Teacher or text uses sh?pe of letter to suggest the picture of

an object which has a name that begins with the sound for which

the letter stands.
(727)

Picture Reading, Levels of (Pupil)

Levels of picture reading are:

1. Naming: pupil names objects in picture, simple ret,tognition



2. Description: pupil tens what is happening in the picture

3. Interpretation: pupil infers what has happened before what

will happen next

Placement

The student is placed in a group based on:

1. Self- stated interest

2. Achievement test scores

3. Needs as revealed on diagnostic tests

Ii. Teacher judgment

Planning, Cooperative

Two or more teachers plan together for pupil instruction.

(724)

(28)

(1002)

Planning Period, Extra

Teacher's schedule includes teaching periods and 2 preparation

periods, as opposed to former schedule of teaching periods,

1 duty period, and 1 planning period.

Planning Period, Team

Each team has a daily period during school time to:

1. Plan together
2. Schedule classes
3. Work on curriculum
1. Evaluate pupil progress

S. Preview films

6. Confer with parents

Planning Session for "Teacher Cluster"

(110

(153)

The four teachers who are assigned to cooperatively plan for and
instruct a group of 66 pupils have a joint planning session for

45 minutes one day per week.
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Policy Formatica, Teachers' Part in

Teachers feel satisfied with their part in policy formation

1. When the decision is a local one for the school; the teachers
meet and discuss the policy end the group's decision is used
by the adremi.strator in making executive decisions

2. When an authority outside the staff makes a decision, the
principal informs the staff so they may understand it and
make adjustments to it; decide what sort of protest they wish to
make if they do not. agree with the policy; or how they wish
to implement it if they do agree with it

(370)

Position in Space, Pupil's Perception of

The pupil discriminates reversals and rotations of figures pre-
sented in serires and recognizes likenesses and differences.

(Prostig Developmental Test of Visual Perception)

Potency

(915)

Potency refers to the magnitude of an initiates change, and the
extent to which the change represents a significant departure from
that which exists.

(342)

Power

The power of an individual is his ability to influence or control
the behavior of others through being in a position to:

1. Give or withhold favors or affection
2. Giant or deny opportunity, recopition, or reward
3. Impose restrictions or penalties

(978)

Power, Excessive Use of (Teacher)

In controlling the rewards and punishments which the pupils
receive, the teacher threatens and punishes the pupils frequently
and undiscriminately and does not clearly state the rules re-
garding punishment.

(1432)
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Power, Ektralegal Social of Teachers as a Group

The capacity of teachers as a group to control the stimuli which in-

fluence others. This is a result of the interaction in primary

groups (small, voluntary, social groups) in which members share norms

concerning acceptable behavior.

(339)

Pter, Leadership

The leadership power of an individual includes his:

1. Professional competence (knowledge and strengths acquired

through reading and study)

2. Personal influence (skill in involving the staff in the im-

provement of the school program through continuous experimen-
tation, development and evaluation)

(978)

Power', Legal

Legal power is a subcategory of social power. It is the ca-

pacity to bring to bear the machiner7 of government in controlling

the stimuli impinging upon individuals. The source of the legal

power which operates in the school is the state. These provide the

framework and limits vrithin which the legal power of a school

district exists .sAd operates.

(339)

Power of Principal, Basis of in Neighborhood

The power or influence of a principal in a neighborhood depends

on we or more of the following (rather than the fact that he is

a principal) :

1. Affiliation with neighborhood social groups

2. Acceptability to others who are influential

3. Service to neighborhood and community programs

4. FaMily connections

5. Length of residence in the neighborhood

(978)

Power, Social (Administrator)

The capacity to control stimuli impinging upon other individuals
which produce an effect phenomenologically observable as compliant

behavior.

(339)



Practice, mstributed

An arrangement whereby the periods of practice, repetition or

exposure are spaced out as widely as the total available time

permits.
(853, 857)

PI ;Um, Massed

An arrangement whereby the periods of practices repetition or

exposure are grouped with little or no interval between successive

presentations.
(857)

Prejudges

The individual acts or plans to act without information on bah

sides of an issue.
(333)

Preparation for Decision vs. Taking Final Action

The principal who stresses preparation for decision (as opposed

to one who takes immediate final action):

1. Arrives at a procedure for deciding

2. Requests further information before deciding, rather than

making concluding decisions or taking terminal action

3. Schedules work for a later time in the day or the next

day or week

4. Discusses problems with subordinates. Asks subordinates

for information

5. Initiates a new structure for handling the problem

6. Communicates face-to-face

Preparation Time for Teacher

The teacher has a specific period of time during the school

day in which to prepare materials and/or plan lessons.
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Primary Groups (Teacher)

Small voluntary face-to-face groups who share social activities

such as a coffee hour, lunch, a car pool. These are influenced

bY

1. Personal characteristics (age, sex, marital status)

2. Organizational factors (proximity of teaching stations?

schedule of free periods, similarity of teaching assion-

ments)
(339)

Principal, Functions of

Working with his staff, the principal functions in the following

capacities:

1. Formulates and/or executes a philosophy of education

2. Develops instructional goals

3. Develops a program of evaluation and appraisal

4. Develops and uses programs for atypical students

5. Formulates and executes policies re: pupil classification,

marking, reporting, promoting

6. Identifies the need for instructional staff specialists,

and directs and supervises their work

7. Plans for a continuous program of supervision within his

unit
8. Plans for and executes a continuous program of in-service

education for staff members

9. Reads, attends conferences to inform himself of new educa-

tional developments - informs his staff of these develop-

ments

10. Sets up channels of communication for interchange of in-

formation and ideas among staff members

11. Works on curriculum programs

12. Ascertains need for, and supplies facilities, equipment,

books, etc.

Principal Teas

Two or more principals are ac3igned to jointly administer and

supervise the instruction in elementary schools of comparable

size. The team meets weekly to decide tasks and operations.

Duties are assigned as follows:

1. One principal, a specialist in administration,, bandies

(357)



routine administrative activities for all schools (order
supplies; processes attendance, test scores and other
data; prepares schedules; assigns pupils and teachers to

rooms and classes; supervises custodial personnel, etc.)

2. Each other principal, a curriculum specialist in one or

more subject area(s), supervises the subject(s) in all

schools
(284)

Problem Solving, Group (Pupil)

The pupils are required to function as a group, without the teacher,
and to devise and execute a plan for constructing a replica of a
model shown them, using special interlocking blocks.

(Russell Sage Social. Relations Test)

(447)

Proctor (Teacher)

The teacher serves as a proctor when he monitors the classroom dur-
ing group activity, iilent written t_sting, student teacher perform-
ance and student reports.

(4.59)

Production Emphasis (Principal)

The principal who emphasizes production:

1. Makes all class scheduling decisions

2. Schedules the work for the teachers

3. Checks the subject matter ability of teachers

4. Corrects teachers' mistakes

5. Checks on completion of tasks assigned and sets time limits
to assure that teachers work to their full capacity

6. Posts extra duty for teachers conspicuously

7. Talks a great deal
(Organizational Climate Description Questionnaire)

Professional Growth of Teacher in a Team

Teacher with no previous experience observes and uses teaching
techniques of experienced teachers on team.
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Program Values, Concern for (Principal)

The principal states or takes actions which show concern for com-

munity support of the school, public relations and the instructional

program of the school.
(333)

Programmed Instructional Materials

A unit of study, used by the pupils, in which the subject is broken

down into a series of statements which, when completed presents the

material to be learned by the student. Each statement has a missing

key word which the students attempt to fill in from context clues

or and (from sentence meaning). These are checked against the

correct answer after the response is made.
(882)

Project Method

The teacher provides the pupils with an assignment. The assignment

may be of a general or specific nature. The pupils accept the assign-

ment and are free to fulfill the requirements independently. Assis-

ance from the teacher is available upon request.

(1413)

Psychological Climate, Limiting (Teacher)

A psychological climate which is limiting is characterized by the

following:
1. Teacher's statements or acts offer child no choice

2. Teacher's statements or acbs force child into action in conflict

with his own activity or statement

3. Teacher's statements or acts foster competition

1. Teacher avoids replying in situation where child seeks clar-

ification

5. Teacher misleads child by bringing in irrelevant questions,

statements, issues

6. Teacher offers poor or impractical suggestions

7. Teacher ignores those children who do not participate in a

discussion
8. Teacher ridicules child's auggestions or ideas

9. Teacher does not encourage children to relate outside exper-

iences

10. Teacher does not give slow learners a feeling of accomplishment

11. Teacher does not assist and encourage slow learners

12. Teacher neglects working with "difficult" children

(424)



Psychological Climate, Securei(Teacher)

A psychological climate which is secure is characterized by the

following:
1. Teacher makes children feel accepted as individuals

2. Children's rights are respected

3. Teacher treats children courteously

4. Teacher shows approval, accord, thanks, acceptance of spon-

taneous or self-initiated behavior of child

5. Teacher uses informal, conversational type of speech with

children
6. Teacher respects children's wishes and requests and when these

cannot be carried out gives a reasonable explanation which the

children accept

7. Teacher shows neither favoritism, neglect or persecution, gives

more time to those children who need it at the moment

8. Teacher helps bolster the non-accepted, child both in his awn

eyes and in the eyes of the group

9. Teacher shows patience with children who are not helpful

10. Teacher "stands by" the child who is ',different', and helps

him to integrate with the group

11. Teacher gives approvaa, where there can be several answers

or new answers

12. Teacher speaks highly of children's achievements

13. Teacher supports offending child as well as the offended in

a squabble
(424)

Punchboard, Electrified

The electrified punchboard
is used. When the student
light on the stylus lights

Punitive Teacher

is a device in which a pen-light stylus

inserts it into the correct hole, the

up to indicate that the response is correct.
(889)

The teacher makes threatening gestures, speaks in a firm, irritated

voice, reprimands and threatens pupil.
(14140)

Pupil. Team

Two or three pupils in a group which is semi-independent or the

t )acher, work out some of their awn ass.gnments and learning pro-

cedures. Pupils find their own rates of learning, check their



and set up their own goals.
(76)

Putting Staff at Ease

The principal puts his staff at owe when he:
1. Meets teachers in informal situations (coffee time after

school)
2. Mentions strong points that he has observed in individuals

or in the operation of the school
3. Assures the faculty that drastic changes will not be made

immediately
b. Puts emphasis on his role as a coordinator rather than dir-

ector.

-120-

(370)



Rapport

The expressed feelings pupils had for teachers in terms of the

extent to Which pupils liked attending class, learned in class,

wide proud to be members of the class, did their best, liked the

teacher and received assistance from the teacher.

Ratings of Teachers

(447)

Teachers were rated in terms of teacher behavior, teaching role,

the psychological climate they provided and the ohildrents be-

bavior.

Teacher behavior consisted of the following continua:

1. DemocraticAutocratic *
2. ObjectiveSubjoctiva *
3. ResponsiveAloof *
4. FlexibleRigid *
5. Optimistic -- Pessimistic *

6. Responsible -- Evading *

7. ConsistentInconsistea*

Teaching Role consisted by the followizg continua:

1. Effective - Appropriate MethodsIneffectiveInappropriate *

2. Effective - Appropriate Materials -- Ineffective --Inappropriate *

3. Creative Thinking EmphasisRote Emphasis *

14. Individualizing Instruction--Group Leveling *

5. StimulatingDull *

Psychological Climate consisted of the following continua:

1. Security- -Insecurity *

2. Facilitating--Liating *

3. Child- centered -- Teacher-centered *

Child Behavior included:

1. Alert -- Disinterested *

2.. Constructive -- Obstructive *

3. Participating -- Restrained *

(Rei Ifs Teacher Observation Scale)
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Reading Achievement (Pupil)

Pupils read to appreciate general significance, follow precise

directions, note detail, comprehend, and define vocabulary.

(Gates Reading Test - 695-628)
(Lee -Clark Reaiing Tests - 645)

(Metropolitan Achievement Test - Reading)
(200,630)

Reading by Consonant Sounds

1. Pupil uses, in left to right order, the sounds represented by

the consonants in a strange word, to call to mind a familiar

spoken word, that makes sense in the context and contains those

sounds in the right order, and states that word.

2. Consonant sounds are named by either slaying the letter (bee,

see) or when more than one letter is required for a sound,

analogies are made. /0/ is chef), fish/ = esh.

(530)

Reading Readiness

Refers to a dhild's specified level of development determined
by observational diagnosim of hiss

1. Attitude toward school and teacher *
2. Auditory and visual discrimination level *

3. General oral expression *
4. Level of cognitive fUnctioning such u memory

pension *
5. Motor Control *
6. Social adjustment to school *

Recall (Pupil)

(72

(737,702

and compre-
(702,737)

(737)
(702)

Pupil reproduced materials to which he had been exposed during

discussion.
(Levels of 'Understanding in Classroom Discussion ) *

050)

Recitation Method

This method was characterized by the teacher giving the pupils an
assignment which they were directed to complete, study and report on.

(413)
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Reaogaition (Pupil)

Pupils make correct responses to teacherle questions by associa-

tion and identifying familiar items when they occur in the con-

text daring classroom discussion. Pupil comments are classified

at fir levels of understanding using Miller's Scale of tinder-

standing. *

Redefinition by Pupil

Pupi/ improvises and adaptation of the function of an obtlict to

some other use.
(Mmunutl Uses Test)

Reinforces (Teacther)

The teacher confirms or sustains an idea, approach or method

through reiteration.

Relational - Contextual Categorization (Pupil)

Children organist; and label objects on the basis of their

relation to one another in a functional sense.
(Cognitive Styles Task Test)

(450)

(868)

(459)

(750)

Relationships, Quality of, Required for Reading Readiness

The quality of relationships stated by pupils required for reading

include:

1. States common elements among unlike things

2. States the relationship of oppositca

3. States the functional relationships among unlike things

4. Classifies objects on the basis of some criterion

5. Connects objects, people and situations in a picture to tell

a story
(137)

Relationships wits Central. Office

Relationships between the schools and the central office result when:

1. The superintendent clearly defines the duties and authority of

the principal. The 177incipil is recognized as the appointed,
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responsible leader for his school.. No der of the central
office has direct control over the employees under the princip.

palls direct supervision

2. The principal and central office staff work togetbar in solving

problems
(357)

Relationships with Resource Personnel

The principaleffects positive relationships with all resource

personnel (art, Pansies physical education specialists; nurse;

social or guidance worker, librarian) by accordidg to them the

sans courtesies as regular staff members.

1. He uses Ncoordinators or Nconsultant* as titles for them

2. He invites them to and expects them to attend staff meetings

3. He includes them in discussims and in making dacisiens that

affect their work

4. He provides apace and materials as required

5. He seeks information on their work, and supports and inter-

prets it to the staff and the public

6. He provides clerical assistance to free them from routine

duties so they can use their time in instruction

7. NA plans conferences and meetings for teachers ane special-

ists so they can plan together
(357)

Reprimands (Teacher)

After a specific act, the teacher stops the pupil's unacceptable

behavior by commanding or requesting a change in behavior.

Research and Development, Team Tasks

These tuts are performed by the total team, a cab - group, or an

individual member and include all activities (reading, making

v!s to o observations, telephoning project directors, etc.)

carried on for the purpose of obtaining information on BOW.,

asp6ot of team teaching.

Resource (Teaober)

(429)

(260)

The teacher functions as a resource when be supplies information

or aids in a skill upon the pupil's requeste
(429)
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Respect for Others

The administrator who has respect for the personality of others:

10 Shows concern for others by listening and giving consideration

to their ideas and suggestions

2. Encourage* social activities in which faculty members unmet

3. Conducts meetings in which all opinions and comments are list-

ened to

4. Accepts non-conforming behavior

5. Provides comfortable and attractive working conditions

6. Maintains an even diepostiom

7. Is courteous in his treatment of teachers and children
(370)

Responds with Verbal Futuristic Statement (Teacher)

The teacher makes a statement which involves a postponement response

to a mills request.
(429)

Response-Centered Program

A response-centered program consists of repetitive opportunities

for practicing approximations of the desired terminal response

until the correct tertinil response has been achieved.

Responding to Outsiders, Administrative style

The principal who characteristically responds to outsiders:

1. Involves a number of outsiders

2. Gives information to outsiders

3. Follows lead by outsiders

4. Is courteous to outsiders

5. Makes careless or minor errors

6. Points out poor work (typing errors, inconsistencies in

plans, etc.)of others

Responsible Teachers

The responsible teacher is characterized by the followings

(876)

(332)



1. Makes decisions as required

2. Is conscientious

3. Is punctual

4. Is painstaking and careful

5. Calls pupils attention to standards of quality

6. Is attentive to class

7. Is thorough
(424,471)

Responsibility for Learning (Pupil)

The pupils share leadership role with the teacher a greater

percentage of the time by taking the first actions in the

classroan rather than always waiting for the tea:lees directions

and then reacting to them.

Responsive Teaching

(450)

In responsive teaching the teacher demonstrates the following

behaviors:

1. In working on the content the teacher provides focus by

use of structure with orient *

2. The teacher structures with public criteria *

3. The teacher develops the lesson by use of structure-turned

back *

4. The teacher clarifies the content *

5. The teacher uses open structure *

6. The teacher serves to stimulate *

7. The teacher gives information directly serving as a re-

source *
8. The teacher evaluates positivekv* or negatively* with pub-

lic criteria
(450)

Rigidity (Administrator)

The administrator, acting to insure that teacher performance

meets the role - specifications, consistently upholds and uses

policies, regulations, traditions of past practice.
(339)

Routine Behavior (Teacher)

Teaotier requests information from the pupils regarding compli-

ance with individual, class or school expectations and regulations.

(459)
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Rote Emphasis (Teacher)

The teacher who uses rote emphAds demonstrates the following

behavior:

1. Little encouragement offered for creative use of mater-

ials and of situations by children

2. Creative arts are not integrated with rest of program

3. Does not stimulate children to seek their on answers to

questions

4. Does not promote group discussions which would help chil-

dren to conclude why something happens or which would help

to lead to a generalization
5. mils to raise questions which have no unique answer

6. Peas to encourage children to experiment

7- Does not encourage expression of child's own ideas or

interests

8. Does not encourage initiative or originality

9. Is threatened and reacts negatively when pupils call on

other school staff for special assistance

10. Teacher is concerned only with specific curriculum

11. Does not greet new ideas with excitement

12. Does not challenge old ideas and frowns upon pupils doing

so
13. Uses drill wider pressure where speed and accuracy are

demanded
14. Rejects atypical products

15. Emphasis is solely on learning presented facts and methods

16. Discourages child's use of individual or alternative

methods of problem solving
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Satisfaction (Teacher)

The teacher's stated degree of satisfaction with:

1. The way in which her efforts are recognized

2. Her relationships with parents, fellow staff members, ad-

ministration, pupils, school, activities outside classroom

3. Her role in identifying and developing school goals

40 The availability of 1 aerials for instruction

5. Community expectations regarding personal behavior

6. Interest in learning displayed by students in school

Schoolwork, Required and Additional (Pupil)

(318)

Pupils reported in writing how often they did required schoolwork

and how often they did extra, non-required schoolwork.
(303)

Security

This is an atmosphere in which the child is given both support

and acceptance. Support is provided when the child is given approval,

encouragement, and praise. The guidance and criticism is provided

in objective, non-personal terms.

Security and Comfortable Living, Teacher

(4210

Teachers feel secure and comfortable when:

1. Tenure in a position is assured after a specified period of

time (teacher who has been given a satisfactory rating by the

the supervisor(s) cannot be dismissed without specific charges)

2. Pension plans, hospitalization and group insurance are provided

3. Sick leave of a specified number of days is provided

4. Teachers' salaries are sufficient to provide living quarters

and physical needs commensurate with the standards of the

community
(390)

Self-Acceptance (Administrator)

The administrator's acceptance of himself as crn be determined by

Bill, Hance, and McLean's Index r! Adjustment and Values.
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Self-Controlling Teacher

The self-controlling teacher demonstrates the following traits and

behaviors:
1. Exercises effort to make things run smoothly

2. Plans excessively

3. Is disturbed when plans go awry

4. Is rigid in making on the spot changes in his plans

5. Is submissive in relation to authority figures

6. Speaks less than 50% of the time giving few pre-emptory orders

7. Welcomes pupil participation in the form of questions and

discussion
(Manifold Interest Schedule and Heills Teacher Observation Scale)

(424)

Self-Development

The principal who is working toward self-development:

1. Reads many books

2. Listens to others

3. Reevaluates his role

4. Attends many conferences and meetings

5. Studies in university courses
6. Assumes leadership positions in curriculum committees at local

state, and national levels
(284)

Self-Discovery Method

Pupils are presented with a problem by the teacher and are asked to

solve the problem in their own way. Pupils are asked to arrive at

a generalization or a solution to the problem. This method may be

accompanied by no assistance from the teacher or some degree of

assistance based upon the pupils' ,requests.
(413)

Self-Direction (Pupil)

Pupils demonstrate self-direction when they instruct and evaluate

themselves in accordance with personal objectives and environmental

expectations and demands. Behaviors such as the following are

indicative of self-direction:

1. Pupil designs a course of study for himself

2. Pupil formulates his own objectives in the context of his

studies

3. Pupil carries out his studies by himself

4. Pupil identifies his errors and his accomplishments
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5. Pupil gives an accurate account of what his objectives are,

and how far he has advanced in attaining them
(67)

Self-Rating of Effectiveness in Teaching Fundamental Skills (Teacher)

The teacher was asked rate herself by judging how well she played

the role which was specified as "The teacher is responsible for

providing learning experiences which will result in students2 acqui-

sition of, fundamental knowledge." The teacher was asked to indicate

where she would stand in a typical sample of 20 teachers with respect

to her effectiveness in playing this role.

Self-Renewal (Administrator)

(1447)

The administrator demonstrates a desire to increase knowledge, an

effort to pursue problems deeply, and to explore his own competencies

by:
1. Accepting a new administrative position in which his skills

will be tested and/or he will need to develop new skills

2. Continuing his academic and professional training at the PhD

level, etc.

Self-Respect (Teacher)

(281)

Teachers maintain self-respect when:

1. Job assignments are made as a result of group planning and

and recommendation

2. Due dates are established jointly

3. Equal consideration is given to both sides in the case of a

disagreement between teachers or between teacher and pupil

4. There are no restrictions on personal life which are required

of teachers but not of adult members of the community in

general
5. Rules are general (teachers remain at school until work is

completed) rather than specific (all teachers must remain in

building for one hour after dismissal)
(370)



Self-Selection Method

The teacher permite the pupils to choose from many tasks. The cri-

terion for their choice is their interest in the particular, content.

(413)

Sense of Achievement (Teacher)

Teachers feel a sense of achievement when:

1. Teachers are assigned to teach grades and subjects for which they

have Lad training, and which they say they would like to teach.

In-service training is provided for new curricula, new equipment,

new techniques
2. There is an evaluation program based on the amount of growth in

achievement of students. Teachers are informed of student pro-

gress. Teachers are encouraged to make studies of individual

students, and to maintain contact with them after they have left

school

3. Opportunities for promotion are advertised, and teachers who ex-

press interest and meet qualifications are urged to apply. The

basis for promotion is clearly defined
(370)

Sense of Belonging (Teacher)

Teachers feel a sense of belonging when:

1. The principal or supervisor arranges for a number of social occa-

sions when the staff meets; teacher orientation programs are held

in which teachers are informed of school and community resources

2. Small committees are established to study specific problems iden-

tified by staff members

3. Contributions of individuals are recognized verbally or in bulle-

tins

4. Staff members who have been away are informed of activities, deci-

sions, changes which occured during their absences

5. Teachers are encouraged to make suggestions and to plan in groups

and with principal for joint projects
(370)

Sensory Experience

The pupils are directed by the teacher to sense odor, such as tar,

fresh paint, farm smells, to note sounds such as building noises,

leaves, animals, water pump, to observe details such as going up and

down a bill, where school materials are located, details on a neigh-

borhood walk and farm trip, to feel texture such as the fur of a

kitten, a tree trunk, farm produce.
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Shadows on the Floor, Nonverbal Cue, Increased Motivation

Shadows on the floor indicate the passage of time, the shape of a

window, a marker of the season and serve to encourage the child to

investigate further.

Size of Step in Programmed Instruction

(1007)

1. Specified as the number of steps in a program which takes the

learner from the initial to the terminal stimulus-response

connections. The greater the number of steps the smaller the

median size of steps

2. The pementage of incorrect _.;spouses. Fewer errw*s indicate

a small step

Size of Step in Programmed Instruction in Spelling

1. Small step program = 1108 frames for 18-22 words

2. Medium step program = 838 frames for 18-22 words

3. Large step program = 596 frames for 18-22 words

Social Adjustment to School, Reading Readiness

Pupils display the following behaviors:

1. Behavior in class and on the playground conforms to the
requirements of the teacher and school

2. Attends to his physical needs by himself

3. Refrains from crying easily

4. Shares materials with peers

5. Listens attentively and contributes without interrupting

6. Joins others in play most of the time

Social Effectiveness and Emotional Stability (Pupil)

(888)

(80)

(702)

(737)

Pupils demonstrate social effectiveness in interpersonal relations
and emotional stability under normal and abnormal conditions of

stress when they display the following behaviors:

1. Accept assignments and carry then out

2. Assist others when they are needed

3. Accept others, viewpoints, even when they disagree with

these viewpoints
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4. Do not panic in emergencies, but cot quickly in ways to al-

leviate the problem
(457)

Social notional Adjustment in Classroom (Pupil)

Pupils who are socially and emotionally adjusted demonstrate the

following behaviors:

1. Are orderly

2. Are manageable

3. Are cooperative

4. State satisfaction with activities
(992)

Social Organization

Social Organization is deLlned as the number of groups into which

the teacher arranges the class and the percentage of time the teacher

speaks. A class scoring high is one in which it is relatively com-

mon to find the class broken up into two or more grows working in-

dependently, and in which the teacher talks relatively little.

(0StAR)
(447)

Social Orientation (Pupil)

The pupil's social orientation is the degree to which the pupil

anticipates being liked rather than disliked by his peers and

teacher.
(Assessing Children's Feelings)

Social Support for Principal

(1424)

The principal states that he can talk frankly with superior about

difficulties with staff or other school problems.
(320)

Social Support for Staff

Teachers state that they can discuss frankly with the principal

their problems relating to pupils and other problems relating

to teaching or their personal lives.
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Sociometric Position (Pupil)

The pupil's position in the class determined by the use of the

caciogram. A pupil's high position is indicated by great acceptance

by most of his peers; a pupil's low position is indicated by accep-

tance by very few of his peers in the given classroom.
(991)

Solicitous Teacher

The teacher offers help or expresses concern for the well-being and

general welfare of the student or student group.
(429)

Sound-Symbol Approach to Reading

Teacher gives students the sound of each symbol prior Itn teaching

of words.
(623)

Space, Flexibility of

Movable walls, portable cabinetry (to achieve visual separation as

needed) within a large (8,000 square feet) instructional area.
(1002)

Spatial Relations Perception (Pupil)

Pupil copies patterns by linking dots.
(Frostig Developmental Test of Visual Perception)

(936)

Specialist in Content (Principal)

The principal who serves as a subject matter specialist does the

fallowing:

1. Observes, confers with, demonstrates for teachers to help

them identify their needs and select relevant workshops and

university courses.

2. Studies subject area to keep informed of changes and in-

novations

3. Conducts in-service workshops for teachers

-134-

(284)



Specialization (Teacher)

The teacher teach s the subject or subjects in which he has

expressed special interest and in which he has had a specified

number of semesi;er hours of trainizig.
(28)

Spontaneity

A self-initiated activity on the part of the pupil not being per-

formed at the suggestion or demand of the teacher. Verbal expres-

sons on the part of the pupil are f.vely given; pupil responses

are made without hesitation.
(4014)

Staff Members, Principal's Responsibilities to New

The principal's responsibilities to new staff members include the

following:
1. Introducing to staff (individually if possible)

2. Defining clearly the functions and responsibilities (cliJses,

record-keeping, schedules, duties)

3. Listing services, regulations, etc.

4. Describing background and accomplishments of staff members

5. Assigning an experienced teacher to help new teacher get

started
6. Giving information on community resources (church, housing,

shopping, services)

7. Providing orientation (meetings, visits helping teacher)
(370)

Stereotyped Teaching

Stereotyped teaching results .--ten the teacher uses the same written

lesson plans year after year; the teacher does not use students'

suggestions for activities.
(370)

Stereotyping of Pupils

Students who are stereotyped are designated as smartest, dullest,

shortest, tallest, fattest, thinnest, slowest, fastest.
(219)
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Stimulating Teacher

The stimulating teacher demonstrates the following behaviors:
1. Is highly interesting in presentation of material
2. Is clever and witty, though not smart-alecky or wise-

cracking
3. Is enthusiastic and animated

4. Gives assignments which are challenging
5. Brings lesson to a successful climax (4249471)
6. Offers suggestions or alternatives from which the students

may choose to act or not to act

,;429)

Strivers, Pupil Personality Profile

Children who are strivers are characterized by the following traits
and behaviors:

1. Set high goals of attainment for themselves
2. Demonstrate drive for recognition, particularly as regard,

s.Jhool

3. Exhibitionistic needs- children show off
I. Withhold information regarding themselves
5. Anger readily aroused in terms of scholastic aenievement
6. Meet the demands of authority

(Assessing Children's Feelings)

01210

Structure-Intervening

The teacher persists on a specific point or interrupts an individual
or class or asks for a pupil to repeat a specific act.

(450)

Structures Back (Teacher)

The teacher turns back the structure when he turns the problem or
concern back to the class or to the individual for exploration and/
or solution.

(429)

Structure Without Orientation (Teacher)

In working on the content, the teacher does not state the relationships
of the new content to what has occurred previously in the context.

(450)
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Structure Without Public Criteria (Teacher)

The teacher states the area of attention - the topic, activity or

problem, that the students will deal with, but does not state the

reasons. for their doing what they are doing.

Structuring (Teacil^r)

(450)

The teacher struotares when he announces the area of attention to

which the students are to respond. The content of the structure may

be a topic , a problem or any activity. The teacher chooses the

content to which the students will respond. He may open it to ex-

ploration or in varying degrees may limit or close it.

Structured Teacher, Pighly

(1429)

The highly structured teacher is one who:

1. Gives clear directions on how to set up work, how the immediate

work fits in with past work, future work

2. Makes assignments el=
3. Answers pupils questions promptly

4. EValuates their work promptly

Subjective Teacher

(424)

The subjective teacher demonstrates the following behaviors:

1. Makes decisions without having pertinent facts

2. Makes decisions based on emotions rather than upon facts

3. Does not let child have his say in a teacher-child conflict

4. In child-child conflicts, he lets personal likes and dislikes

influence his decision

5. Resorts to force or threats to resolve conflict situations

6) Will leave child-child conflict situation unresolved or avoid

accepting responsibility for rational resolution of conflict

on basis of emotional reaction to situation
(424)

Submissive Group

The group shows child-like dependence by:

1. Asking permission for routine items

2. Asking for approval on all details

3. Not continuing individual development
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40 Not accepting responsibility (members are.late for nork, tables

are not completed within designated time limits)

(370)

Succorance

The personality structure of the individual includes a need to give

protection, aid, or assistance to others.

Superior Ability (Pupil)

A pupil of superior ability is one whose I.Q. score is between

113-'24 (between one and two standard deviations above the mean

of 100).
(Detroit Group Intelligence Test)

Superiority Feelings, Displayed by Administrator

(979)

(2140)

The administrator displays feelings of superiority when:

1. He has the furniture in his office placed so that his chair

is in front of a window, and the desk is between him, and the

person with whom he s meeting

2. He uses titles (Dr., Aiss, Mr.) rather than first names

3. He decides the time and duration of a conference, and informs

the teacher of his decisions

it. He permits telephone calls and other interruptions during the

meeting
(370)

Supervisor, Acceptance of

Acceptance of a supervisor is demonstrated when members of the staff

give supervisor information about past programs, and staff tries

new programs suggested by supervisor.

Supervisor, Appointed

(370)

An appointed supervisor is a staff member assigned to

1. Bring together persona with problems with problems and resource

people
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2. Encourage persons to share ideas and resources

3. Listen to problems and reoommend resources or solutions

4. Bring suggestions and materials to teachers

5. Plan an.: arl-ange for meetings to discuss any aspect of pupil

progress or curriculum in which teachers express an interest

(370)

Supervisory Duties, Team Tasks

These tasks are performed by the total team, a sub-group, or an

individual member and include all activities (visits, reports,

conferences) carried out to make certain other tasks have been

completed.

Supportive Teacher

(260)

The teacher gives praise or commendation or expresses appreciation

for an action in a way that gives acceptance to the individual as

a person. (429)

Synthesis

The individual puts together elements and parts so as to form a

whole. This involves the process of working with pieces, parts,

elements etc., and arranging and combining them in such a way as to

constitute a pattern or structure not clearly there before.
(457)

Systematic, Businesslike Teacher

This teacher demonstrates the following behaviors:

1. Provides a plannei though flexible procedure

2. Is well prepared

3. Is careful in planning with pupils

1. Is systematic about procedure of class

5. Anticipates pupils' needs

6. Provides reasonable explanation

7. Holds discussion together; objectives are apparent
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Teacher Assistant, Clerical Tasks

Non-teaching clerical activities carried out by the truher

assistant include:

1. Typing
2. Filing and cataloging materials

3. Running duplicating machines

4. Keeping health and attendance records

5. Taking notes at meetings when asked

6. Making arrangements for use of equipment or facilities

7. Checking supplies
8. Collecting money for designated purposes

Teacher Assistant, Housekeeping Tasks

Non-teaching custodial activities carried out by the teacher

assistant include:

(37)

1. Preparing the classroom for the next day (arranging furniture,

setting up equipment)

2. Feeding pets
3. Watering plants

4. Gleaning aquarium; etc.

5. Checking on fresh air, lighting, temperature of room

Teacher Assistant, Monitorial Tasks

(37)

Non-teaching caring, monitorial, or escorting activities carried

out by the teacher assistant include:

1. Checking daily on health of pupils

2. Weighing and measuring pupils

(37)
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3. Giving first-aid to pupils

4. Taking home pupils who are sick or hurt

5. Checking playeround equipment for safety

6. Helping supervise children in an assembly program

7. Watching pupils to prevent unruly behavior

8. Guarding doors of the school

9. Taking pupils to and from various places (lunchroom, nurse's

room, principal's office, lavatory, gymnasium)

10. Assisting teachers to supervise children on a trip

11. Supervising lunchroom, hallways, study rooms, library, bus,

playground
12. Helping pupils get ready to put on an assembly program (super-

vising pupils making costumes, scenery; watching rehearsals)



Teacher Assistant, Supportive Functions

Supportive activities carried out by the teacher assistant include:

1. Activities directly related to the teaching-learning process:

a. Playing games dith pupils (rhyming, guessing, finger games)

b. Showing a restless pupil some available activities

c. Listening to pupils talk about themselves

d. Talking with pupils about what they are playing

e. Listening to a pupil tell a story

f. Acting out a story with pupils

g. Reading and telling stories to pupils

h. Taking a small group of pupils on a neighborhood walk

i. Singing with a group of pupils

j. Supervising a small group of pupils which is working on a

special project while the teacher works with another group

k. Supervising and helping pupils move from one activity to

another in the classroom
1. Showing and helping young children in the use of crayons,

paint, scissors, paste, etc.

m. Showing pupils how to clean up and put away materials.

n. Helping pupil look up information in a book

o. Helping pupil select a library book

p. Helping pupils improve special skills (in physical activities,

sewing, dancing,etc.)

q. Helping a pupil understand a teacher's directions

r. Telling a pupil what happened when he was absent

s. Helping a student use a teaching machine

t. Helping pupils learn proper use of tools and equipment
(25)

2. Activities directly related to assisting teachers to plan or

evaluate:
a. Helping teacher plan trips with pupils

b. Helping teacher make arrangements for trips

c. Attending meetings and planning sessions with teachers

d. Giving a teacher information about a pupil

e. Writing down what a pupil is doing (keeping anecdotal records

for a teacher)
f. Keeping a record of how pupils work or play together

(25)

3. Activities directly related to pupil social growth:

a. Explaining school rules to pupils

b. Helping pupils settle an argument

c. Talking quietly with a pupil who is upset

d. Encouraging a pupil to improve his manners

c. Encouraging a pupil to do something new, and perhaps, a little

more difficult than he thinks he can do

f. Encouraging pupils to help each other



g. Helping pupils to learn to play and work together (teaching

them to take turns, share materials, etc.)

h4 Giving a pupil an opportunity to demonstrate something he

can do well
(25)

Teacher Assistant, Technical FUnctions

Non-teaching technical functions carried out by the teacher assis-

tant include:

1. Preparing Audio-visual materials (charts, transparencies, tapes,

etc.) at the request of the teacher
2. Operating equipment (projector, tape recorder, record player)

3. Preparing bulletin board displays
(25)

Teacher-Centered Psychological. Climate

The teacher - centered Instructor demonstrates the following be-

haviors:

1. In discussing classroom problems he indicates no awareness

of personal limitations
2. Resorts to violence to maintain or restore order

3. Shouts to be heard

4. Seeks personal gratification at children's expense

5. His punishment is motivated by vengeance

6. Does not admit to the possibility that he may be wrong

7. Will not admit to possibility that personal perception of

conflict may distort reality of situation

8. Handles anti-social act by threat, punishment, shaming, anger

9. Evasion of a child's protest or complaint

10. Refuses the floor to a child who is bursting to speak

11. Postpones fulfillment of child's request without expressed

reason or consideration
12. Reacts with sarcasm, hostility, or irritability to child's

demand
13. Criticism is phrased in such a way as to injure child's self-

esteem
1.4. Is sole arbiter of behavioral standards
15. Will not tolerate any criticism directed towards him

16. Lacks awareness of particular problems in class

17. Fails to deal with particular problems in class

18. Is careless about providing for physical comfort of children

in classroom
(424)
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Teaching

The face-to-face relationship between teacher and student charac-

terized by discourse or conversation which is directed toward the

achievement of subject matter objectives and school goals.

(Teaching is one of the processes of instruction.)
(359)

Teaching Practices, Newer

The teacher adopts and uses innovative practices such as field trips,

school gardens, homeroom programs, inform' seating, individualized

instruction, etc.

Team Tasks

(226)

The following tasks are perf..rmed by the total team, a sub-group,

or an individual member:

1. Observation*
2. Instructional Flamig*

3. Instmation*
4. Research and Develowant*

5. Evaluation*
6. qlerical Duties*

7. Supervisory Duties*
(260)

Team Teaching

A group of teachers, as an organized unit, accept and carry out

decision-making responsibilities for a set of instructional vari-

ables such as time, apace, group size, group composition, teacher

aasignment, resource allocation for a specified group of pupils.
(359)

Teamaork, Staff

Staff teamwork results when:

1. The principal states that leadership is to be shared, is not

the sole property of the appointed leader

2. Ho encourages and provides opportunities for staff members to

participate in administrative and supervisory activities

3. Special talents and training of staff members are recognized

and used
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4. Faculty meetings and staff committees are chaired by teachers

5. Teachers participate in making decisions of policy that affect

them
6. The principal assumes a peer relationship during staff dis-

cussions

7. Decisions are made by consensus rather than by majority rule

8. The principal defines clearly with staff members the limits

of their power (when they have the authority to make a decision

and when they can only recommend)

9. The principal never vetoes a decision When he has assigned its

making to the staff
10. Staff members make a large number of recommendations and sue-

geetions
11. When recommendations cannot be implemented, he explains reasons

to the staff

12. The principal accepts are, carries out his responsibilities as

appointed leader of the school

Terms -to -Term Flexibiliby (Learning Space)

( 357)

Learning space may be changed to accomodate changes in the school

schedule: more classes, fewer students, more seminars, requiring

several days of custodial or builder help. Demountable partitions

are usually used.

Thrust (Principal)

The principal demonstrates thrust when he:

(1003)

1. Goes out of his way to help teachers

2. Sets an example by working hard himself

3. Uses constructive criticism and explains his reasons for cri-

ticism to teachers

4. Is well-prepared when he speaks at school functions

5. Is in the building before teachers arrive

6. Tells teachers of new ideas he has come across

7. Is easy to understand
(Organizational Climate Description Questionnaire)

Time, Effective Use

The program is so designed that:

1. Pupils who need specific instruction from the teacher are

(326)



given it at the level indicated by achievement test scores

2. Pupils who can select their own goals, set their pace, and

Check their progress do so

3. if students complete the year's work in spelling, arithmetic,

reading, they go on to the books of the next grade

4. Extra time is devoted to creative writing, specialized reading

in literature, science or social studies

Tolerance (Teacher)

The teacher displays little criticism, disapproval, ridicule,

hostility and anger toward students.

Tool Skills

This area may be divided into broad tool skills such as com-

munication, reading, computing and more specific skills such

as the use of a slide-rule, microscope, protractor, etc.

Pupil. behaviors demonstrating general skills are:

1. Reading materials out laud

2. Giving oral or written eummaries

3. Filling out forms according to instructions

Pupil behaviors related to specific skills are:

1. Using a microscope, protractor, slide rule correctly

2. Building equipment according to instructions

3. Performing mental arithmetic operations accurately

Transactional Leader

(76)

(479)

(457)

The transactional leader is the intermediate type of leader,

balanced between the extremes of nomothetic* (goal-oriented)

and idiographic* (personal relationships- oriented) leaders.

Be works to achieve a balance between the demands of the in-

stitution and the requirements of the people in it, shifting

his emphasis from task accomplishment to needs-fulfillment as the

situation changes.
(318)



Translation

Given one set of terminology, the atudent conveys the as waning
with another set of terminology.

057)



Understanding, Levels of, in Classroom Discussion (Pupil)

Pupils' comments made during classroom discussion were classified

at the following four levels of understanding:

Level 1

1. Pupils remember subject matter from the lesson Ul

2. Pupils state facts, principles, concepts UlA

3. Pupils state illustrations U1B

4. Pupils give interpretations Ule

5. Pupils state opinions
UlD

Level 2

1. Pupils add to the lesson by maldng verbal statements U2

2. Pupils give explanations of interpretations U2A

3. Pupils give personal illustrations U2B

4. Pupils state opinions D2C

5. Pupils ask questions U2D

Level 3

1. Pupils add to the lesson by making verbal statements U3

2. Pupils define U3A

3. Pupils build categories U3B

4. Pupils state hypotheses U30

5. Pupils illustrate impersonally U3D

Level

1. Pupils add to the lesson by making verbal statements tr14

2. Pupils make statements demonstrating critical examination

of materials discussed
UhA

3. Pupils generalize and state generalizations U4B

4. Pupils make statements demonstrating synthesizing,

composing and inventing
Scale of Levels of Understanding

(050)

Understanding Teacher

The understanding teacher demonstrates the following behaviors:

1. Shows awareness of a pupil's personal emotional problems and

needs
2. Accepts error on part of pupil

3. Is patient with pupil

4. Shows sincere sympathy with a pupil's viewpoint
(1,,71)
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Verbal Understanding (Teacher)

The teachers' verbal understanding was determined by scores

obtained on a test dealing with word recognition and the use

of verbal analogies.
(Ryans' Inventory I.S.V.)

Visual Decoding Ability (Pupil)

The pupil comprehends pictures and written words.

(Illinois Test of Psycholinguistic Abilities)

Visual-Motor Association (Pupil)

The pupil relates meaningfully visual symbols.
(Illinois Test of Psycholinguistic Abilities)

Visual-Motor Sequencing Ability (Pupil)

The pupil reproduces a sequence of symbols previously seen.
(Illinois Test of Psycholinguistic Abilities)

Visual Perception (Pupil)

The pupil's visual perception includes the following:

1. Eye-Motor Coordination *

2. Figure-Ground *

3. Form Constancy *

4. Position in Space *
5. Spatial Relations *

(Frostig Developmental Test of Visual Perception)

Vocal Encoding Ability (Pupil)

The pupil expresses ideas in spoken words.
(Illinois Test of Psycholinguistic Abilities)
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Vocational Interests

The vocational interests of an individual as can be measured

by the Strong Vo. ational Interest Blank for Men.
(333)

Volume of Work (Administrator)

The volume of work produced by the administrator includes:

1. The number of words written
2. The number of courses of action taken

3. The number of outsiders involved in any way

4. The number of subordinates involved in any way

5. The number of communications in writing (rather than face-

to-face meetings)

6. The number of times the administrator gives information to

take action re, or follows action of, superiors
(332)



Warm, Friendly Teacher

The warm, friendly teacher displays the following tehaviors:

1. Goes out of way to be pleasant and/or help pupils

2. Compliments pupil when it is deserved

3. Finds good things in pupils to call attention to

4. Shows concern for a pupil's personal problems

5. Shows affection without being demonstrative

6. Disengages self from a pupil without bluntness

7. Addresses questions to individual students as well as to

the class

8. Responds to individual students rather than to the class

as a group
(471,479)

11

Waverer, Pupil Personality Profile

Children who are classified as waverers are characterized by

the following traits and behaviors:

1. View adults as threatening, rejecting, and punitive

2. Their hostility is touched off easily with adults, peers,

and siblings

3. Extremely fearful

4. High anxiety

5. Withdraw from emotionally-toned situations

6. Do not accept responsibility for themselves, state they

are being singled out and picked on

7. Floundering and indecisive
(Assessing Children's Feelings)

Word Grouping

Words may be grouped as follows:

1. Conformity to a certain phonetic rule

2. To point out likenesses and differences

3. Certain repeated letter combinations

4. Starting with root words then adding different prefixes

and suffixes

04210
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Working Conditions

Pleasmt working conditions include:

1. Physical conditions: schools are clean and neat; =hers

are consulted as to choices of colors when rooms are painted;

teachers are permitted to arrange furniture and decorate

rooms as they wish; patios, terraces, and other areas -re

functional as well as decorative (teachers are permitted

to use them for activities); a pleasant teachers' lounge

is provided; sufficient supplies, materials, and equip-

ment are availvble, etc.

2. Supervisory conditions: teachers feel supervisors will

back them; the principal helps on request with discipline

or methods; the supervisor uacks up judgments with his

authority after examining both sides of the situation

Work-Related Activity (Pupil)

The amount of work-related activity in which the pupil wab

engaged was determined by the amount of time which the pupil

spent in performing tasks specified by the teacher.

(370)

(990)



Year-to-Year Learning Space, Flexible

Learning space may be changed to accanodate major changes in

the school schedule: adding individual study carrels, new

instructional media installations, more classes, etc., requir-

ing major changes in the building (knocking down block parti'

time, rewiring, etc.) and involving several weeks or months

of labor.
(1003)
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BOARD OF EDUCATION
105 Main Street

Norwalk, Connecticut 06852

Dear Si":

The Norwalk School System, in cooperation with New York University,

is presently conducting a research study sponsored by the Ford Foundation.

Our purpose is to develop an educational model for the elementary school

(K-43) relating objectives, instruction, curriculum, and organization.

In the first phase of the program, the information-gathering stage,

we are attempting to collect data and/or visit key projects in elementary

education. We are interested in projects which are currently in progress,

or those having their inception within the lad ten years.

We would greatly appreciate your assisting us by completing the

attached questionnaire. When there are materials that can supplement

your answers to the questions, please attach them.

Your address has been added to our mailing list; when the results

of tyre study are published, a copy will be forwarded to you.

Thank you for your cooperation.

Sincerely,

(Mrs.) Muriel Gerhard
Project Director
Behavioral Outcomes
Research Study

NO:nk

Enclosure

Form 0
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Title of Project

Project Director

Address

BOARD OF EDUCATION
105 Main Street

Norwalk, Connecticut 06852

QUESTIONAIRE - FORM G

111111111011111111111111011LAIIIIIIIIMIND

I. Objective(s) of the Program (specific outcomes you expect to achieve by
executing the program)

. W.M1.111% AmipmalMENNIN....

II. Specify procedures followed to achieve above listed Objectives.

What ere the unique features of the Program? Special variation(s) of

Cbjectives

Technique

Adaptation of materials

Other

C-2



III. Sample: (participants and/or materials in the study, how many, of what

specific characteristics, etc.)

IV. Methods of testing, if any. (Please write in names of tests)

Performance tests

Paper and pencil

tests

Standard

If a local lest, and copies available?

V. Findings to date

Local

'Variable
tested

miNollIlleir

ommeNonswirimar
410111111111m NNE

111101111Mililltreillwor 11111NOMIN

C-3



VI. Are there other key people working in your Program who may be
contacted for further specific information?

Name: Name:

Address: Address:

NiumM11

WINIMINIONIINSO

VII. Are there other related projects which you have contacted, and which
you feel we might contact?

Name:

Address:

J11110...i8~MIMINM

VIII. Are visitations acceptable?

Name:

Address:

If yes, what times/dates are convenient?

wswaollMMIM

What are the conditions for visiting?

IX. Are there any written materials available if we request them?

Return to: (Mfrs.) Muriel Gerhard, Project Director
Behavioral Outcomes
Research Study
Norwalk Board of Education
105 Main Street
Norwalk, Connecticut 06852

M3:nk

Form G
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S-------treetCollegeofFrlucation, 1966.

The Classroom Processes Study, New York:
Bank Street College of Education, 1966
(Mimeo).

Research for the Practioner in Education

Washiroton, D.C. : Department of

Elementary School Principals, National

Education Associations 1964.

SciwWWort
19,E Barrington, 3-----.966-111.n.

"Non-Graded Primary Program," Moline,

Illinois: Moline Public Schools,

November, 1966. (Material obtained

in Form G Questionnaire)*

"Ten Years with the Ungraded Primary
Plan," Moline, Illinois: Moline Public
Schools, November, 1966. (Material
obtained in Form G Questionnaire)*

* Form G is a Questionnaire constructed by the Project Staff to

obtain specific information relating to on-going projects.
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31 Beck, Joan "Nova Means New," Chico Tribune
Magazine, October 17, 196 Pp. 45F-60.

32 Beggs, David (Ed.) TcL._171eaci:-BoswVen,ture
IniLinal*LIWTfidii4iiiIfidileal College

Press, 1964.

33 Benson, Virginia

34 Berkun, M.,
Swanson, L. &

Sawyer, D.

35 Biases, H. S.

36 Blake, Roy F.

37 Bowman, Garda
et al

38 Br o' B. Frank

39 Brown, B. Frank

40 Brownell, John &
Taylor, Harris

41 Buffie, E. G.

"Non-graded Plan," Fairfax, Virginia:
Fairfax County School Board, 1966.
(Material obtained in Form G

Questionnaire)*

"An Experiment on Homogeneous Grouping
for Reading in Elementary Classes,"
Journal of Educational Research 59,
No. 9$ May-June, 1966; Pp. 413-

"Newton Plan Challenges Traditions

in Class Size," Nationns,Schools, 65,

March, 1960, Pp.-0-64.

"Small. Group Research and Cooperative
Teaching Problems," National Elementar

Principal, 43, February, 19 , Pp. 31.36.

"A Study of Auxiliary Personnel in
Education," New York: Bank Street

College of Education, August, 1966

(Mimeo).

The Appropriate Placement School

New York: Parker Publishing ompany,

1965.

Ilaksom192JAELE9220 Englewood

Cliffs, New Jersey: Prentice-Hall, Inc.,

1963.

"Theoretical Perspectives for Teaching

Teams," Phi Delta Kappan, January, 1962.

"A Comparison of Mental Health and Academic

Achievement: The Non-Graded School

versus the Graded School," Bloomington,

Indiana: School of Education, Indiana

University, 1962 (Doctoral Dissertation).

* Form G is a Que,donnaire constructed by the Project Staff

to obtain specific information relating to on-going projeots.
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42 Bullock, John

43 Carbone, R. F.

44 Carbone, R. F.

45 Carswell, Evelyn

46 Carter, C. Douglas

47 Catskill Area
Project

48 Catskill Area
Project

49 Chasse, Claire

50 Claremont Team

Program

51 Claremont Team
Program

(Ed.)

Teaching

Teaching

"An Interdiscipline Team in Pupil

Services," Tampa, Florida: Hillsborough
County Public Schools, 1966 (Mimeo).

"Comparison of Graded and Non-Graded
Elementary Schools," Elementar School
Journal, 62, November, 19 $ Pp. 2

"Achievolilent, Mental Health and Instruc-

tion in Graded and Ungraded Schools,"
Chicago: University of Chicago, 1961
(Doctoral Dissertation).

"Lulu Walker Elementary School,"
Tucson, Arizona: Amphitheater Public

Schools, December, 1966. (Material

obtained in Form G Questionnaire)*

The Challenge.... A Program for the
Non-Graded Primar School Cullowhee,

North Carolina: uidance Clinic,

Western Carolina College, no date.

School Aides at Work Oneonta, New York:
Catskill Area Project in Small School

Design, 1959.

Multiplellassels.=_REEELm_in Small

Groups, Oneonta, New York: Catskill

Area Project in Small School Design,
1961.

"An Open Letter," Inatt2mat22121
Auburn, Maine: Department of Education,

3, No. 4, Janet 1963.

Team Workshop, Claremont, California:
Claremont Team Teaching Program,

January 19, 1963.

Claremont Team Teagalltamam:Innurg
Repori7g1,703i7Claremont, California:
Claremont Graduate School, 1962.

* Form G is a Questionnaire constructed by the Project Staff
to obtain specific information relating to on-going projects.



52 Claremont Team Teaching 21E2E211121EL222SNELEEMEI:
Program

California: Claremont Graduate

School, 1963.

53 Claremont Team Teaching .;2escri tive Outline of Team Teaching,

Program Project, Claremont) California: Covina

School District, Claremont Team

Teaching Program, 1958.

54 Claremont Team Teaching TII__.........1,A_LELaathizieClaremontTeatIFroam

Program A Research Project, Claremont,

California: Claremont Graduate School,

1961.

55 Claremont Team Teaching Guide Sheet - Descriptive Outline of

Program Team Teachinglralfsb Claremont,

California: Jordan Team I,

Claremont Team Teaching Program, 1961.

56 Claremont Team Teaching Guide Sheet - Descriptive Outline of

Program ....111TealeagigaLlishat, Claremont,

California: Sycamore Teal

Claremont Team Teaching Program, 1959.

57 Claremont Team Teaching Guide Sheet - Descri tive Outline of

Program TeanTeachiiProect Claremont

California: Lincoln Team I, II, III,

Claremont Team Teaching Program, 1959.

58 Cooperative Research The Nongradad SchEga Syracuse, New

Service York: Central New York School Study

Council, November,1963.

59 Corlett, William "Flexibility in K-12 Schools: Change

is Here to Stay," AIA Journal, November,

1965.

60 Cox, Robert

61 Cunningham, Roger

"Teacher Aide Program in Madison

County," New York: Report at Bank

Street College of Education on

"Madison County: Mississippi,"

November 14, 1966.

kelmaties.Eatka222.ammal
with Laboratory Activities as a Vehicle

Skokie, Illinois, 19



62 Davis, Harold S.

63 Davis, Harold S.

614 Davis, Harold S.

65 Davis, Harold S.

66 Davis, Harold. S.

67 Dean, Stuart E.

68 Deans Stuart E.

69 Dejnozka, Edward L.

A Survez.of Team Teaching and Large:

21:2222222stralcs, Clevelandl Ohio:

Educational Research Council of

Greater Cleveland, November, 1963.

Why Team Teach? Cleveland, Ohio:

Educational Research Council of Greater

Cleveland, January, 1964,3

Team Teachi in Educational Research

Educational Research Council of

Greater Cleveland, 1966.

Team TeachinggBBiblio raphy, Cleveland,

Ohio: Educational Research Council

of Greater Cleveland, 1964.

Planning aTeam Teaching r m,

Cleveland, Ohio: Educational Research

Council of Greater Cleveland, 1963.

anguAdjaals, Washington, D.C.:

United States Department of Health,

Education and Welfare, Office of

Education, Education Briefs No. 1,

ODE 20009), July, 19614.

"Team Teaching: A Review," School Life,

144, September, 1961, Pp. 5-8.

A Summary of Standardized Test Data

Collected Between Seambeld
June 1966 in the NisDentration
School, St. Thomas, VirinIslands,

New York: School of Education, New

York University, August, 1966.

70 Department of Education Team Teaching, A Report of the Pilot

Teams Auburn, Maine : Department of

Education, September, 1960.
Auburn, Maine

71 Department of Research

Oregon Education

Association

Innovations in Classroom Instruction

Part I: Elementary Innovations

Eugene, Oregon: Oregon Education

Association, March, 1965.



72 Dible, Isabel W.

73 Diederichl P. B.

74 Drummond, Harold D.

75 Dufay, Frank R.

76 Durrell, Donald

77 Durrell, Donald B
Palos, Viola A.

78 Englewood Public
Schools

79 Ervinl Jean C.

80 Fannon, Gary

81 Fantini, Mario D.

"A Statistical Analysis of Pupils' and

Parents' Perceptions of the ExtfrAed

Day Program in the Elementary Schools:

Grades Three Through Eight," journal

of Educational Research 59, No. 10,

July- August, 1 $ PP 53-465.

"Rutgers Plan for Cutting Class Size

in Two," En lish Journal 49, April,

1960, Pp. 229-23

"Team Teaching: An Assessment,"

Educational Leadershi 19, December,

19 1, Pp. 1 0-1

"Defining Parkway's Nongraded Program,"

Plainview, Long Island, New York:

Central School District, February, 1966

(Mimeo) .

"Team Learning," Grade Teacher 77,

Nb. 10, June, 1960, Pp. 7

"Pupil Study Teams in Reading,"
Education, 76, 1956, Pp. 552-556.

The En lewood School Develo ment Program

Report of the First Year , Englewood,

New Jersey: The Englewood Public Schools,

June, 1965.

"A Study of the Effectiveness of Block

Scheduling versus Cycle Scheduling for

Articulation Therapy for Grades Two and

Three in the Public Schools," Journal

of the Sneech and Hearin Association

of 6, No. 2, Spring, 19

Pp. 7-1).

"Team Teaching," Decatur, Illinois, 1966.

(Material obtained in Form G

laboratory for Change : The Madison

Area Prsielt, Syracuse, New York: City

School District, October, 1964

* Form G is a Questionnaire constructed by the Project Staff

to obtain specific infor mation. relating to on-going projects.
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82 Fink, David R. Magic in it, But It May Provide

Stimulus for Lasting Improvements,"

Maine School Board Quarterl Orono,

Maine, January, 19

83 Fink, David R. "The Selection and Training of Teachers

for Teams," National Elementar Princi al

44, No. 3, January, 19 $ Pp. - 9.

84 Fitzroy, Dariel & Acoustical Environment of School

Reid, John Lyon Buildings) New York: Educational

Facilities Laboratories, Inc., 1963.

85 Foley, Harriet "The Charter Oak Organizational Plan

for Continuous Progress 1965-1966,u

West Hartford, Connecticut: Charter

Oak School, 1965 (Mimeo).

86 Foster, Garrett R. "The Nova Research and Evaluation Program:

Current and Projected Studies," Fort

Lauderdale, Florida: Nova Schools,

December,1965 (Mimeo).

87 Fowlkes, John et al Makkaltatshinulnd Learningletter,

Madison, Wisconsin: The Wisconsin

Improvement Program, School of

Education, University of Wisconsinl

May -June, 1962.

88 Fox Run P. T. A. Team Teachin at the Fox Run Elementary

School, Noma p Connecticut: P. T. A.

Fox Run Elementary School, 1961.

89 Gallagher, James J. "Research and Evaluation in the Education

Improvement Program" (A Report on

Discussions), Durham, North Carolina:

The Education Improvement Program, no

date (Mimeo).

90 Gilbert, Jerome "Teacher-Education and Parent Education

in a Culturally Different Community,"

New York: Report at Bank Street College

of Education on Berkeley, California

Program, November 14, 1966.

91 Glatthorn, Alan A. Learning in the Small Grou Dayton.,

Ohio: IDEA, August, 19
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92 Glen Cove Public

Schools

93 Goodlad John

94 Goodlad, John

95 Good lad, John &

Anderson, Robert

96 Goodlad, John &
Anderson, Robert

9? Goss, Jan

98 Green, Alan C., (Ed.)

99 Greenwich Public
Schools

100 Greenwich Public
Schools

101 Greenwich Public
Schools

102 Greenwich Public
Schools

103 Greenwich Public
Schools

tion of Team

NdiY5ikiGia7C6ViMi441i86bbiI;--
no date.

"Cooperative Teaching in Educational

Reform," National Elementary princleal,

44, No. 3, January, 1965, Pp. 9-13.

"More About the Ungraded Unit Plan,"

National Education Association Journal,

44, May, 1773, 5.

"Educational Practices in Non-Graded

Schools: A Survey of Perceptions,"
Elementar School Journal 63,

October, 19 2, Pp.33440.

The Non-Graded ElemeAsySchstsao
New York: &Court, Brace & Company,

1959.

"Teaching in the Big Room," National

Elementary Principal, 44, No. 3,

January,1965, Pp. 79-82.

Educational Facilities with New Media

Washington, D.C. : Department of

Audiovisual Instruction, NEA, and

Center for Architectural Research,

Rensselaer Polytechnic Institute, 1966.

The Dundee Desi n Greenwich, Connecticut,

October, 19 2

The Diar of the Dundee School Vol II

Greenwich, Connecticut, October 1

1962 - December I, 1962.

The Diar of the Dundee School Vol III

Greenwich, Connecticut, December ,

1962 - January 24, 1963.

LTLLIM!ILgalhELt2L1L1221/4211/1Greenwih,Corifie-c-tii1963 -
March 18, 1963.

The Diary of the Dundee School, Vol. V,

Greenwich, Connecticut, March 19, 1963 -

May 7, 1963.
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104 Greenwich Public
Schools

105 Greenwich Public
Schools

106 Greenwich Public
Schools

107 Greenwich Public
Schools

108 Greenwich Public
Schools

109 Greenwich Public
Schools

110 Greenwich Public
Schools

111 Greenwich "ublic
Schools

112 Greig, James &

Lee, Robert

113 Guba, Egon &
Borcover, Shirley

(Eds.)

114 Hagstrom, Ellis &
Stone, Beverly

115 Hagstrom, Ellis &
Stone, Beverly

The Diar of the Dundee School, Vol. VI,

Greenwich, Connecticut, May 8, 1963 -

June 21, 1963.

Thutamoutelaidee School Vol VI I

Greenwich, Connecticut; September

1963 - October 16, 1963.

The Diary of the Dundee School, Vol.

!III, Greenwich, Connecticut October 17,

1963 - December 3, 1963.

IlaiELAJ022E14211211againt
IX Greenwich, Connecticut, December 4,

'go . January 24, 1964.

Tre Diar of the Dundee School vo. X,
Greenwich, Wiumadmito January 25,

1964 - March 17, 1964.

The Diar of, theDundee School_Vol.
XL Greenwich, Connecticut, March 18,

1964 - May 6, 1964.

Diary
XII, Greenwich, Connecticut) May 7,

1964 - June 18, 1964.

Dundee Team Teach: Project,

Greenwich, Connecticut, New York:

Institute of Field Studies, Teachers

College, Columbia University,

February, 1965.

"Cooperative Administration,"

National Elementar Principals 44,

No. 3, January Pp. 71-77.

"Elementary School Nonpromotion and

Individual Potential," Theor y Into

Practice, 4, No. 3, 1965;

Paaalga2Eallant, Lexington,

Massachusetts: November 1, 1960.

112122212-11L2EMI1211i, Lexington,

Massachusetts: January, 1962.



116 Halliwell, Joseph

117 Hansen, Carl F.

118 Hardenbrook, Robert F.

119 Hare, A. Paul

120 Hart, Richard

121 Harvard University
School of Education

122 Hayes, Charles

123 Heathers, Glen

124 Heathers, Glen

"A Comparison of Pupil Achievement in

Graded and Non-Graded Primary Classrooms,"

The erimental

32, No. 1, 1111, 19 3, Pp. 9

The Amidon,Eaementar School (A

Successful Demonstrat on in Basic

Education), Englemod Cliffs, New

Jersey: Prentice Hall, Inc., 1962.

"Santa Inex Flexible Placement,"

Santa Barbara Center for Coordinpted

Education, I .S .8 B o3 1966 (Material

obtained in Form G Questionnaire)*

"A Study of Interaction and Consensus

in Different Size Groups," American

Sociolo ical Review, 17, No. 3, June,

19 2, Pp. 61-267.

"The Non-Graded School and Arithmetic,"

Arithmetic March, 1963.

PITIELaaimilltEhiEs_in21912S1
Harvircr4.60naufunen
Cambridge, Massachusetts:Hard
University, School of Education,

September, 1963.

"Team Teaching in Culturally Deprived

Areas," National Elementar Principal,

44, No. 3, January, Pp. 60-65.

"Research on Implementing and Evaluating

Cooperative Teaching," National ElementarE

Principal) 44, No. 3, 4E1E1T-1965s

Pp. 27-33.

"School Organization: Non-Grading,

Dual Progress, Team Teaching," National

Society for the Study of Education,

The Changing American School, 65th

Yearbook, Chicago: University of

Chicago Press, 1966, Pp. 110-134.

* Form G is a Questionnaire constvIncted by the Project Staff

to obtain specific information relating to on-going projects.
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125 ikathera, Glen

126 Heathers, Glen

127 Heiler, Melvin P.

128 Hickey, Sister Mary

129 Hill, Joseph E.

130 Hillsborough County
Public Schools

131 Hinson, 14.,
Jones, J. Charles,
Moore, J. William, &
Van Devender, Frank

132 Heflich, James E.

133 Howard, Eugene

"Three Year Report of the Experimental
Teaching Center, 1958-61," New York:
School of Education, New York
University, November, 1961 (Mimeo).

"The Dual Progress Plan," New York:
New York University Experimental Teaching
Center, September, 1964 (Dittoed paper).

Tean,:e estions & Answers,
Cleveland, Ohio Dducat.onal Research
Council of Greater Cleveland, June, 1963.

"An Analysis and Evaluation of the
Primary Program n the Diocese of
Pittsburgh," New York: Fordham

University, 1962 (Doctoral Dissertation).

Evaluation Report of the Lamphere
Educational. Action Pro 'eat from Se tember

1 through May 19 2, Lamphere,

Michigan: Wayne State University,

November, 1962.

"Primary Unit in Hillsborough County,"

Florida: Hillsborough County, 1960.

"A Controlled Experiment Evaluating the

Effects of a Non-Graded Organization

on Pupil Achievement," Journal of
Educational Research, 57, No. 10,

July - August, 1964, Pp. 548-550.

"The Ungraded Primary," National
Catholic Educational Association

EterrITTIE77157a071960,
Pp. 2

"A Trump Plan School - Four Tears
Later," School age, ment. October, 1964,

PP. 11243.7.



134 Hunter, Madeline

135 Huntington, Edward

136 Ingram, Vivien

137 Jackson, Joseph

138 Jacobsen, Frank

1394 Johnson, Arthur

"The University Elementary School,"
Los Angeles: University of California

at Los Angeles, 1966. (Material

obtained in Form G Questionnaire)*

"Planning a Middle School Program,"
New York: Canton Central, Canton,
New York, 1966. (Material obtained

in Form G Questionnaire)*

"Flint Evaluates Its Primary Cycle,"
....2ElmialiaratjaE1A42104, April, 1960.

"Analysis of a Team Teaching and a a
Self-contained Homeroom &periment in
Grades 5 and 6," The Journal of

erimental Education 32, No. 4,

Summer, 1

"Reorganizing the School for More

Effective Education," Colorado:

Englewood, 1966. (Material obtained

in Form G Questionnaire)*

"Team Teaching," Williamsville, New York,

1966. (Material obtained in Form G

Questionnaire)*

140 Johnson, Frank N. "Reorganizing the School for More
Effective Education," alglewood,
California, 1966. (Material obtained

in Form G Questionnaire)*

141 Johnson, Katherine L. "Non- Graded Plan," Richmond, Virginia,

1966. (Material obtained in Form G

Questionnaire)*

142 Jones, Edgar "Early School Admission Project,"
Southern Education Report, 1, No. 1,

July-August 1965, Pp. 16-23.

143 Kalish, Martin "Detroit Public Schools Program on

Auxiliary Personnel," New York:
Report at Bank Street College of
Education, November 14, 1966.

* Form G is a Questionnaire constructed by the Project Staff

to obtain specific information relating to on-going projects.
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144 King, John B.
et al

145 Lambert, Philip

146 Lambert, Philip &

Goodwin, William

147 Lambert, P., &
Wier sma, W.

Goodwin, W. L.
Roberts, R. F.

148 Lamphere Public
Schools

149 Lamphere Public
Schools

150 Larson, C. Theodore,
Director, SER Project

151 Larson, C. Theodore,
Director, SER Project

152 Larson, C. Theodore,
Director, SER Project

153 Lavanty, Henry S.

Memorandum on the First Year of the

MCsXrrffeCtiisreSeh00MTIl9....:5j
New York: New York City Board of

Education, October, 1965.

"Team Teaching for Today's World,"

Teacher's College pecodoi University

of Wisconsin, March, 1963.

Interaction Variations in an Unstable

hamplasIization, Madison, Wisconsin:

Dept. of Educational Psychology,
University of Wisconsin, February 10,
1964.

iteracUm.AchieveiClassroomIrnent
and Adjustment in Team Teaching as Compared

with the Self-Contained Classroom,

Washington, D.C.: U.S. Office of Health,

Education and Welfare, Cooperative

Research Proj. No. 1391, University

of Wisconsin, Madison, Wisconsin, 1964.

The La here Educational Action Prolact

LEAP, Madison Heights, lachigan)

November, 1962.

Tips on Team Teachingz_Re orts on Teams
Lamphere, Michigan: Lamphere School

District, Madison Heights, 1962.

SER 1: Environmental Abstracts

Ann Arbor, Michigan: Architectural

Research Laboratory at the University

of Michigan, 1965.

SER 2: Environmental Evaluations,

Ann Arbor, Michigan: Architectural

Research Laboratory at the University

of Michigan, 1965.

SER 3 : Environmental Ana ysi s,
Ann Arbor, Michigan: Architectural

Research laboratory at the University

of Michigan, 1965.

''In- Service Team Teaching," The

Instructor, 75, No. 6, February, 1966,

j:735;

B-15



154

155

Lawson, Margaret

Lewis, Phyllis

"A Plan for the Ungraded Primary School,"
Bay City, TX08: Bay City School
District, September, 1966.

"Pittsburgh Schools Program for
Auxiliary Personnel," New York: Report

at Bank Street College of Education,
November 14, 1966.

156 Lindquist, E. C. 'IA Study About Combination Classrooms
in the Elementary Gradee of the Vancouver,
Washington Public Schools9 1958,"
Vancouver, Washington, 1966.

157 Lindvall, C, M. & The Project for Individual' Prescribed

Bolvin4 John Instruction, Pittsburgh, ennsylvania:

Learning Research and Development
Center, University of Pittsburgh, 1966.

158 Livingston, A. Hugh "Does Departmental Organization Affect
Children's Adjustment?" The ElementlEy

School Journal 61, No. 4, January, 19611

Pp. 217-220.

159 Lobb, M. Delbert Aspects of
San Fi Incisco: Fearon Publishers, 196/4.

160 Longstreth, John Dual Pro ress Plans Gainesville, Florida,

19 .

161 Iongstret1)1 John Samoset Dual PrgaluELIIELJy0ELIE
First Gainesville,
Florida: Prepared for Manatee County

Board of Education, September, 1965.

162 Lonsway, Francis A. "Focus on the Individual in School
Administration," The Bulletin of the

National Association of Secondar
School Principals 5 9, o. 302,

Sept,1965, nor.80-86.

163 Lougharb John W. Man-Machine SsteinEducation

16)4 Louisville Public

New York: Harper and Row,

Fall Surve

Schools Louisville, Kentucky, 19 0.
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165 Marchus, Floyd

166 Marland, S. P. &
Hayes, Charles H.

167 ,Maryland State
Department of

Education

168 McCormick, Bernard

Team Teacbingi..A.Upearch Guide for

Administrators, Contra Costa County,

California, December, 1960.

Team Teaching: Variations in Class

Size Brin Vi or to Instruction

Pittsburgh; PihrisYliiania:--Pittsburgh

Public Schools) June, 1964.

Desi: for P1airosi.ni am of the

Elementary School, Baltiinoie: Maryland

State Department of Education, June) 1965.

"Team Teaching Component of Compensatory

Education)" Pittsburgh, Pennsylvania:

Great Cities School Improvement Program,

Board of Public Education, Forbes and

Benefield, Pittsburgh, 1966.

169 MCulloch, Constance M. nWhat Does Research Reveal Abort

Practices in Teaching Reading ?"

Wl.BJLtTc2LJnal 46, 1957, Pp. 475-490.

170 McIntosh, T. A. &
Perkins, Bryce

171. McIntosh) Thelma &

Ryan, Ione

172 McMahon, Eleanor

173 Miles, Russel J.

174 Milwaukee Public
Schools

175 Mitchell, Donald P.

Evaluation of Teacher Competency_ in__

Team Teaching, Honolulu) Hawaii: College

of Education, University of Hawaii,

March, 1964.

Evaluations of Team Teac t in Hawaii's

Schools, Five Year Report 1904 ,

Honolulu, Hawaii: Education Research

and Development Center, University of

Hawaii) March, 1965.

"Principals' Views of Team Teaching,"

National Elementar Principal, 44, No. 3,

January, 1 p Pp. 54-42.

A........Ens2112.11202112adiME6"ut
the

Dual Progress Plan Illinois: Skokie

School District-#72, March 21, 1963,

1131.1rilLi.iSchool
Handbook for Parents

Wisconsin: Milwaukee Public Schools.

"Housing Cooperative Teaching Programs,"

National Elementary Princi al 44, No. 3,

January, 19 p Pp. - 2.
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176 Moore, Daniel, I.

177 Murphy, Judith

178 Newell, C. A.

179 New York City
Public Schools

180 North Carolina Dept.
of Public

Instruction

181 Norwalk Public
Schools

182 Norwalk Public
Schools

183 Norwalk Public
Schools

184 Norwalk Public
Schools

185 Norwalk Public
Schools

186 Norwalk Public
Schools

187 Norwalk Public
Schools

"Pupil Achievement and Grouping
Practices in Graded and Ungraded Schools,"

Ann Arbor, Michigan: University of

Michigan, 1963 (Doctoral Dissertation).

Middle Schools New York: Educational

Facilities Laboratories, June, 1965.

"Class Size and Adaptability," New
York: Bureau of Publications, Teachers
College, Columbia, University, 1943.

toasoli'lloltPlanni:19mmittee for
More-IXIVetaiiikaika s, New York: New

York City Public Schools, May 15, 1964.

Educational Planning, Raleigh, North

Carolina: Division of School Planning,

Pub. No. 377, July 1964.

Norwalk Plan of Teaffi Teac

eCR 1 19

-First

Norwalk, Connecticut:

Norwalk Public Schools, 1959.

WzcPlaiallnTeachin:-Second
Report 19 9- 9 0, Norwalk, Connecticut:

Norwalk Public Schools, 15'60.

NoricPlaiallnTeachin:-Third
Report l9 0 -19 1 Norwalk, Connecticut:

Norwalk Public Schools, 1961.

Norwalk Plan of Team Teach in -Fourth

Report 1 1-19 2, Nbrwalk, Connecticut:

Norwalk Public Schools, 1962.

Norwalk Plan of Team Teaching-Fifth

Re ort 1962-196 Norwalk; Connecticut:

Norwalk blic Schools, 19630

The Norwalk Plan (A Study Designed to

ETEITIONMieers for Teachers),
Norwalk, Connecticut: Norwalk Public

Schools, July, 1959.

The Norwalk Plan (An Attempt to Improve

the Quality of Education Through a Team

Teaching Organization), Norwalk,

Connecticut: Norwalk Public Schools,

September, 1960.
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188 Norwalk Public

Schools

189 Office of
Psychological

Services

190 Ohnmacht, Fred W.

191 Olson, W. C.

192 Palos, Nicholas, C.

193 Parsons, Talcott &
Smelser, Neil

194 Pasadena City Schools

195 Patterson, John N.

196 Pennsbury Schools

197 Perkins, Bryce

The Processes of Team Teaching, in the

Norwalk Plan, Norwalk, Connecticut:

Norwalk Public Schools, June, 1963.

A Statistical Analysis of the Achievement

of Chil......EdrenromaddjErajbar2a1
Primaraysams, Fairfax County, Virginia:

Fairfax County School Board, January,

1964.

The Achievement of Students Differ

in Creativentalience
11212aElauMmataatkaaJ11.
Compared to a Traditional Situation,

Orono, Maine: A Proposal from the

University of Maine.

"Implications of the Dynamics of

Instructional Groups," in National

Society for the Study of Education,

The Dynamics of Instructional Grows

59th Yearbook, Part II, Chicago:

University of Chicago Press, 1960,

Pp. 268-280.

2112_20.214222f2M12EL4R, Dubuque,
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Beginning Reading, 1958," in N. L.

Gage (Ed.), Handbook of Research on

Teachin Chicago: Rand McNa:U&
Co., 19 30

"Can Training in Listening Improve
Reading Ability?" Chica o School
Journal, 43, Flarch4 19 2, reported

in Paul Hollingworth "Can Training
in Listening Improve Reading?"
Theleadji November, 34;4.

"Reading Readiness and the Perceptual

Abilities of Young Children,"
Educational Research Vol. 6, Pp. 10-15,

November, 19 3.

661 Many, Wesley A. "Is There Really Any Difference -

Reading vs Listening?! The Reading.
Teachar, 19, No. 2, November, 1965.

662 Marble, Judson IndkaaakkaELEITEE>
West Hartford, Connecticut: Duggy

School, April, 1966.

663 Marchbanks & "Cues by Which Children Recognize Words,"

Levin journal of Educational Ps cholo Vol.

3t7; No. 2, Pp. 7 1, 19 .

II

661 Martin, Bill Sounds of Lan ua e Readers, Holt,
Rinehart & Winston, 19 6.

665 Martin, F. W. "Concept Development Through Reading

666 Martin, J. H.

ResonsiveEnentInstrument

of Research on Teaching, Chicago:

Fre...2....geortPtItljnaiLlelELEPA211

also in N. L. Gage (Ed.), Handbook

New York: Responsive Environment

Rand McNally & Co., 1963.

EaraaaalkOaltheJI....211221

Corporation, 1965.
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(READS ARTICLES, continued)

667 Mazurkiewiez, A. Dr.

668 McCrea, Irene

669 McCrea, Irene

670 McCullough, C. M.

671 McDowell, Neil A.

672 &Naughton, A. H.

673 McNeil, John D.

"Use of Augmented Roman Alphabet

Materials for Reading Instruction,"
Bethlehem, Pennsylvania: Lehigh
University.(Material obtained in
Form G Questionnaire)*

"Individualized, Self-Selected Reading,"
Moline, Illinois, Irving School.
(Material obtained in Form G Questionnaire)*

"Final Report on Irving School Reading
Study Projmt," Moline, Illinois:
Irving School, 1965.

What Doea Research Reveal About Practice°
in Teaching Reading?" Eb lish journal

46, 1957, P. 475-490, also in
Gage (Ed.), Handbook of Research on
Teaohllib Chicago: Rand McNally &
Co., .1963.

"The Effectiveness of the Controlled

Reader in Developing Reading Rate,
Comprehension and Vocabulary as

Opposed to the Regular Method of
Teaching Reading," Journal of
Experimental Educatiop0 Vol. 32,

No. 4, Summa ,r 1964.

"The Ability of Seventh Grade Children
to Infer waning and to Generalize From
Two Selections of Written History
Materials," Berkeley, California:
University of California, 1960
(Unpublished Doctoral Dissertation),

also in N. L. Gage (Ed.), Handbook
of Research on Teac Chicago:

Rand McNally & Co., 19 3.

"Programmed Instruction Versus Usual
Classroom Procedures in Teaching Boys
to Read," American Educational Research
Journal, 1; MiisoK,19514, Pp. 113-119.

* Form G is a questionnaire constructed by the Project Staff
to obtain specific information relating to on-going projects.
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(READING ARTICLES, continued)

674 McNeil & Stone

675 Miller, Bruner &
Postman

676 Moore, J. William &
Smith, Wendell I.

677 Morris, Joyce

678 Nicholson

"Note on Teaching Children to Hear

Separate Sounds in Spoken Words,"

Journal of Educational

Vol. 56,Nii;1415T65;4i;1545.

"Familiarity of Letter Sequences and

Tachistoscopic Identification,"

Journalsics3.0 50,

1934, Pp. 129439, also in N. L.

Gage (Ed.) Handbook of Research

on Teach Es4 Chicago: Rand McNally &

Co., 1963.

"Knowledge of Results in Self-Teaching

Spelling," Psychological Reports, 9,

1961, Pp. 717-26.

"Teaching Children to Read," Journal

of Educational Researcl, 1, 1959,

1557-61-7. Gage (Ed.),
Handbook of Research Togastija,
Chicago: Rand McNally & Co., 1963.

"Background Abilities Related to

Reading Success in the First Grade,

1958," in N. L. Gage (Ed.), Handbook

of Research on Teac Chicago:

Rand McNally & Co., 1 3

679 Ottoman, L. 14. "The Value of Teaching Prefixes and

Root- Words," Journal of Educational

research, 48, 1955, PNTEMr67---
also in N. L. Gage (Ed.), Handbook

of Research on Toachin Chicago:

Rand McNally & Co., 19 3.

680 Petty, W. "Critical Reading in the Primary Grades,"

Elementar 33, 1956, Pp. 298-

302, also in N. L. Gage (Ed.), Handbook

of Research on Teaohin Chicago:

Rand McNally & Co., 1 3.

681 Petty, W. & "A Summary of Investigations Relating

Burns, P. to the English Language Arts in

Elementary Education: 1964," E1ementar

English, Vol. 42, April, 1965, Pp. -30e
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(READING ARTICLES, continued)

682 Petty, W. &

Burns, P.

683 Phoenix Press

684 Portland Sunday Telegram

685 Powne, Maxie

686 Pressey, L. C.

687 Rafferty, Max

688 Robinson, fie M.

68 Rusvell, D. H. &
Pea, H. R.

690 Russell, R. D.

691 Sanderson, A. E.

"A Summary of Investigations Relating

to the English Language Arts in

Elementary Education: 1965,0
Flementartaakft, March, 1966.

"Cartwright School District Report,"
Phoenix, Arizona (Reprint from

Newspaper).

"Reading Report," Portland Sunday
Portland, Maine, 1965.

"Continuous Growth Reading for Grades

14-6," Sixth Annual CEA Research Conference

Innovations in Classroom Instruction,

"A Critical Study of the Concept of

Silent Reading Ability," Journal of

Educational Psychology, 1%W
5.; 25-31.

Miller-Unruh Res&gAck, Sacramento,

"Factors Which Affect Success in Reading,"

Elementary School Journal, 55, 1955,

572-61; 9.

"Research on Teaching Reading," in N. L.
Gage (Ed.), Handbook of Research on

Teaching, Chicago: Rand McNally & Co.,

Chapter 16, 1963.

"A Comparison of Two Methods of Learning,"

Journal of Educational Research 18,

233277178 in N. L. Gage Ed.),

Handbook of ResesolLs222221
Chicago: Rand McNally & Co., 1963.

"The Idea of Reading Readiness: A Re-

Examination," Educational Research,

Vole 6, November:1963, Pp. 3-9.
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(READING

692 Shores & Husbands

693 Simmons, Hill. &
Le Roy

6914 Stauffer, Russell G.

695 Unruh, Melva

696 Vilscek, Morgan &
Cleland

697 Witty, P. A. &
Fitzwater, J. P.

698 Womack & Price

699 Bates, Alma

700 Betts & Welch

701 Garin°, Lawrence

ARTICLES, continued)

"Are Fast Readers the Best Readers?"

Elementary English, 56, 1950, Pp. 5257.

tuort of the Laidlaw Readin Pro eat

Pasadena City Schools, 1

"The Effectiveness of Language Arts and

Basic Reader Approaches to First Grade

Reading Instruction," U.S.O.E.,

October, 1966.

"Reading First Grade i/t/a," School

District of University City, Missouril

1965.

"Coordinating and Integrating Language

Arts Instruction in First Grade,"

.............ATheikmgellagteb October, 1966.

"An Experiment With Films, Film Readers,

and the Magnetic Sound Wack Projector,"

Elementary English) 30, 1953, 232-241,

also in N. L. Gage (Ed.), Handbook

of Research on Teaohin Chicago:

Rand Malta & Co., 1 3

"Crossett's Plan for Teaching Reading,"

1965 (Mimeo).

I. READING TEXTBOOKS

Speed Itipnics, Northport, Alabama:

American Southern Publishing Co.,

1965e

1.3ettka Basic Readers New York:

American Book Co., 1961.

Informal Readi eadijrmtv Meriences.,

Chandler Language-Experience Readers,

San Francisco, California: Chandler

Publishing Co., 19614.
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702 Carillo, Lawrence

703 Childs, Sally &
Childs, Ralph

(READING TEXTBOOKS, continued)

Chandler Lane-:,W...exj..ence Readsb
San Francisco, California: Chandler

Publishing Co., 1965.

Itgalgurp.2., Chicago: Educators
Publishing Service, 1965.

704 Cole & Appleyard Ktplelsirten Fun, Wichita, Kansas:
Mc Cormick-Mather s Publishing Coop 3962.

705 Craig, Lillian Phonetic Readers, Chicago: Educators
MEIT7RTEFirce, 1964.

706 Daniels, J. C. & The Ro al Road Readers Chatto &Windusp
Diack, H. 19 O.

707 Devine, Joseph Dr. Fabric! New lark: Brentwood Schools.

Wrerial obtained in Form G
Questionnaire)*

708 Educational Development Basic Word -Stud Skills for Middle Grafts,
Corp. Boston, Massachusetts: Ginn & Co., 1564.

709 Fay, Leo Curriculum Motivation Series Chicago,

Illinois: Lyons & Carnahan, 1966.

710 Fay, Leo & The Curriculum Enrichment Series,
Shaviak Margaret Chicago, Illinois: Lyons & Carnahan,
et al 1965.

711 Fleiss & Hall First in wam Pro am
11cTaittedFdlicata Services orp.,

1965.

712 Fournier &Preen° Advantage, Long Island, Nc York:
EFZEW5E, 1965

713 Friesy Charles, Merrill Inguistio_Readers, Columbus,
Wilson, Rosemary & Ohio: Charles E. Merrill Books, Inc.,
Rudolph, Mildred 1966.

* Form G is a questionnaire constructed by the Project. Staff
to obtain specific information relating to on-going projects.



(READING TEXTBOOKS, continued)

714 Frostig, Miller &

horns

715 Greenlee & D1,etriok

716 Hargrave & Armstrong

717 Harris & Clark

718 Harris, Creekmore,

& Greenman

719 Harris, Creekmore,
& Greenman

720 Harris, Creekmore,
& Greenman

721 Helmkamp, Thomas

722 Eason, Lida

723 Hurley, William

724 Johnson, E.,
Jacobs, Leland &

Turner, J.

725 McCracken, G &
Walcutt, C.

726 McInnes, John

He inn n Pictures and Patterns
Chia&s,I111---Etaliitt Publishing
Co., 1966.

Puzzle Ibn, Wichita, Kansas: McCormick-

blathers Publishing Co., 1963.

Buildinstills, Wichita, Kansas:
McCormick-Mathers Publishing Co., 1965.

The Macmillan Readin Pico y am New

York: The Ifacmilian Co., 1965.

Kos to (Keytexbs)

Indianapolis, Indiana: Economy Company,

1960.

12untsIdeeilern (Storytexts)

Indianapolis, Indiana, Economy

Company, 1960.

Phonetic Keys to Readin

Indiana: Economy Co., 1964.

Phonics 322220 Chicago, Illinois:

Iona & Carnahan, 1966.

Phonic Readin Educators Publishing

Service, 19 .

Dan Frontier Darieg, Chicago: Benefio

Press, 1964.

DMONLigLIALEIL.IITIVAAC°11.1111bus,
Ohio: Charles E. Merrill Books, Inc.,

1966.

EalkItamarig, Philadelphia,
Pennsylvania: J. Be Lippincott Co.,

1963.

Nelsonts Readi....Pro am. Camden, New

Jersey: Thomas Nelson & Sons, 1960.



(READING TEXTBOOKS, continued)

727 McKee, Paul
et al

728 McQueen & Orcott

729 Mountain & Mason

730 O'Donnell,
Cooper &
Jones et al

731 Orr, Hattie

732 Rasmussen & Goldberg

733 Robinson, Monroe
& Artley et al

734 Rudd, Josephine

735 Tanyzer, H. &
Mazurkiewicz, G.

736 Trace, Thomas &
Hughes

737 Wetmore, Evertts,&
0"Donnell, at al.

738 Whipple, G.

Reading Meaning, Boston,
Massachusetts: Houghton-Mifflin Co.,

1966.

amelising Potential Readin Abilit
McOrr Publishing Company, 1

91211.2...8 Wichita, Kansas:
McCormick-Mathers Publishing Company,

1965.

Ham& Row Basic Readirro
Evanston, Illinois: Harper & Row

Publishing Co., 1966.

Letts Read Harlow Publishing Corp.,

19

S.R.A. Basic Reading lei14s, Chicago,
Illinois: Science Research Association,

Inc., 1965.

Scott ForesmanSeacj1:m iromun
Glenview, Illinois: Scott, Foresman
& Company, 1965.

Word Attack Manual Educators Publisting
Service, 19

Early-to-Read ift/ft Program, New York:

Initial Teaching Alphabet Publishers,
Inc., 1965.

en Court Basix1...leas.......,lers LaSalle,

Illinois: Open Court Publishers
Company, 1965.

Harper & powLpasis, Program,
Evanston, Illinois: Harper & Row

Publishing, Inc., 1966.

Cja Schools Reading Proem Great

Cities School improvement Program,
Chicago, Illinois: Follett Publishing
Company, 3.964.
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(READING TEXTBOOKS, continued)

739 Wolman

740 Works, Austin

741 Wrightstone, Jo Wayne

742 Brakken, Earl

743 Brakkenl Earl

744 Butts, David

745 Butts & Jones

746 Cunningham, Roger

747 Elementary School
Science Project

748 Fish & Saunders

Readini in HighltarA S. R. A.,
Chicago, 19.

V....rocabuiaLEgklgr, Educators

Publishing Service, 1964.

Adventures in Reading Readiness
Workbook, New York: Noble & Noble

Publishers, Inc., 1965.

K. SCIENCE ARTICLES

"An Investigation to Determine Most

Effective Means of Dissemination of

a Curriculum Innovation for Elementary

Science," Florida State University.

"FSU AAAS - Elementary Science Project,"

Florida State University. (Material

obtained in Form G Questionnaire).*

"Science In- Service Project," Science
Ed. Center, University of Texas, 1966.

(Material obtained in Form G

Questionnaire)*

"Inquiry Training & Problem Solving

in Elementary School Childrenp,"

Journal of Research in Science Teachine.

,5721.-2y

Individualizing Instruction In The

Elemen Science Prwm, skokie,

o e. :ter al ob* ined in Form

G Questionnaire)*

U.S.U. Newsletter, Vol. No. 1,

Spring, 1965.

"Inquiry in the Elementary School

Science Curriculum," School Science

and Mathematics, Vol. LXVI, No. 1,

URER67197667
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(SCIENCE ARTICLES, continued)

749 Martin & Pinok

750 Scott & Sigel

751 Spain & Cunningham

752 &lawn, Richard

753 Swartz, Clifford

754 Wilmington Public
Schools

755 Wood, John

756 American Association
for the Advancement
of Science

757 Barnard, Stendler &
Spook

Curriculum Improvement and Innovation:

A Partnershi c)f&,L..._,.xlm..1...AsSchool Teachers

and Research Scholars Bentley, Inc.,

1

Effects of.IntalzrTrainini:
Science on Creativity and Cognitive

StlesofEa.enildren
Merri).1:-Falkei Inititilte,U.S.O. E.,

1965.

A Process ofjaault,y, Skokie, Illinois:
Fairview Schoals,

"Inquiry Training: Building Skills
for Autonomous Discovery," Merrill-
Palmer Quarter (VII), 1961,

"Elementary School Science by a

Quantitative Approach," Stony
Brook, New York: State University

of New York, 1964 (Mimeo).

"Using Science to Solve Problems,"
Wilmington, Delaware: Division of
Educttional Progress, Department of
Elementary Educations 1965.

"Elementary Science in the First Grade,"

American Journal of sits Vol. 32,

NMI, November, 1 30-831.

SCrENCE TEXTBOOKS

Science - A Process aproaoh,
Washil---"---TErECVngCommiiision on

Science Education, 19650

"Science for Tomorrow's World,"
Macmillan Science'Series New Yorks
The Macmi an ompanh 966



(SCIENCE TEXTBOOKS, continued)

758 Beauchamp, Mayfield, &

Hurd

759 Bond et al

760 Brandwein, Paul F.
et al

761 Braswell, A. Li

762 Brom* Clark &
Dodd

763 Craig* G. S. &
Bryan, B. C. et al

764 Elementary Science
Study of Educational
Services, Inc.

765 Elementary Science
Study of Educational
Services, Inc.

766 Elementary Science
Study of Educational
Services, Inc.

767 Elementary Science
Study of Educational
Services, Inc.

768 Elementary School
Science Project

769 Fradimr, George,
Mac Grecian: Helen &
Decker, Donald

770 Gloves & Merrill

Basic citnat.n, Glenview, Illinois:

Saitf,nan Company, 1965.

Devel mental Science Series Chicago*

Illinois: Ions & arnahan, Inc., 1963.

CncetsinSocienoe New York: Harcourt,

Brace &Nbrld, Inc., 1966.

Science for First Grade, Elementary School

Science Project, Utah State University.

Beans and Elam, School Science Curriculum

Project, Stenographic Services,
University of Illinois, 19650

Science For You Boston, Massachusetts:

Ginn & Company, 1965.

Behavior of Mealworms Teacher's Guide,

Boston, Massachusetts: Houghton Mifflin,

1964m

Gases and Airs - Teacher's Guide,

Boston, Massachusetts: Houghton Mifflin,

1965.

- Teacher's Guide,

Boston, Massachusetts: Houghton Nifflin,

1964.

.....%0:1200121- Teacher's Guide,

Boston, Massachusetts: Houghton Mifflin,

1965.

gravity, University of Illinois, 1964.

Singer Science Series Syracuse, New York:

17V731Eker CompAnh 1959.

facnentar Science Curriculum, West

Hartford, nonnecticut, 1



II

771 Karplus, Robert

772 Karplus, Robert

773 'Earplug, Robert

(SCIENCE TEXTBOOKS, continued)

R_elativit of

Regents of University of California,

1964.

Regents of the University of

Regents of the University of

Science Curriculum Improvement Study,

Interaction and System, Science
Curriculum Improvement Study,

California, 1963.

Science 7............j.....................NrriculuzgovementStudi,

775 Klopfers Leo

777 Navarra, john &

778 Rees, Etta

Int Karp lue & Thier

776 Mallinson, George

779 Ruohlis, gy

et al

Zafforoni, Joseph

Associates, 1963.

y,...ariatiorement Science

HidELAINEOLagal, Chicag°,

Minnesota: Creative Educational Society,

California, 1963.

Curriculum Improvement Study, Regents

Brace & orl $ 19 .

Illinois: Science Research

Science Series, Morristown, New Jerseys

...11181.3aficScienceTod Evanston, Illinois:

Sils.ra.koSs,belliedayis Woad.

Silver Burdett, 1965.

Harper & Row Publishers, 3.965.

Classroom Ldborator New York: Harcourt,

of University of California, 1964.

Inc., 1965.

Blecha$ M. K. 6.

Sternig2 J.

Publishers, 19

780 Schneider, Herman & WISOMM2.5110, Boston, Massachusetts:

Nina D. CA, Heath Company, 1965.

781 Simon The Search For Planet X New York:

s7117705; Inc.,

782 smith, Ho A. Laid law Science Series Laid law Brothers%

P .31



(SCIENCE TEXTBOOKS, continued)

783 Teaneck Public Schools

784 Thurber, W. A.,
Durkee, M. C. &

Kilburn, R. E.

785 Ware & Roffsten

786 WW1 John

"A Guide to the Teaching of Science

in the Teaneck Elementary Schoole,"

1966.

Exploring Soi.ence, Boston, Mass acluseetta

Allyn & Bacon, Inc., 1966.

Steck Science Series, Austin, Texas:
The Steck Company, 1963.

"Science For First Grade," Elementary
School Science Project, Utah State
University, 1964.

14. SOCIAL STUDIES ARTICLES

787 Athens, Georgia ology Corti
Anthropology Curriculum Athens, Georgia: University of
Project Georgia, 1965.

788 Berlak, Harold

789 Fenton, Edwin &
Good, John Me

790 Foy, Henry

791 Harrison & Solomon

"Development of an Elementary School
Social Science Curriculum," St. Louis,

Missouri: Metropolitan St. Louis

Social Studies Center, 1966.
(Material obtained in Form G Questionnaire)*

"Project Social Studies: A Frogress
Report," Social Education Vol. 29,
April, 19E5, Pp. 2

"Program for the Development of a
Breakthrough in Civic Education in

our Schools," New York: Council on

Civic Education, New York, 1966.

"Review of Research in the Teaching

of Social Studies: 1964," Social
Education, Vc1. XXIX, No. 37-1"
May, 1965.

* Form G is a questionnaire constructed by the Project Staff
to obtain specific information relating to an-going projects.
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(SOCIAL STUDIES ARTIOLES, continued)

792 Hunkins, Francis

793 Martin, Clyde Inez

794 Martin, Clyde Inez

795 McNeill' David

796 Radar, William

797 Rogers, V. R. &
Layton, D. E.

798 Senesh, Lawrence

T........12halInulteutplasis and Evaluation

Questions on Critical Think, and
Achievement in Social

Studies, Kent, Ohio: Kent State

University, 1966.

An Elementary School Social Studies
Program, Bureau of Oarilory schools,
University of Texas, 1963.
(Material obtained in Forma Questionnaire)*

Social Studies Curriculum Project,
University of Texas. (Material obtained
in Form G Questionnaire)*

',Repot on the !Caesar Unit' 1964,"
by Richard Burnet, Jr., Some Lin uistic

Skills for History Students, ccasional

Papers No. 1 and No. 2, Social Studio()

Curriculum Program, Educational
Services, Inc., 1965.

"Elementary School Economics," Chicago,

Illinois, 1966. (Material obtained in

Forma Questionnaire)*

"An Exploratory Study of Primary Grade

Children's Ability to Conceptualize

Based Upon Content Drawn From Selected

Social Studies Topics,' Journal of

Educational Research, Vol. 9, No. 5,
January, 19660

Mart Indiana in Economic

Education, Krannert School of Industrial
Management, Lafayette, Indiana. (Material

in Form G Questionnaire)*

799 Teaneck Public Schools A Guide to Social Studies in the
Intermediate Grades of the Teaneck

Elementary SA100 Teaneck, New Jersey.

800 Teaneck Mtn() Schools A Guide to Social Studies in the
Primary...grades of the Teaneck
Eletnenchools Teaneck, New Jersey.

* Form G is a questionnaire constructed by the Project Staff
to obtain specific information relating to on-going projects.
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SOCIAL STUDIES TEXTBOOKS

801 Abramowitz, Jack

802 Abramowitz, Jack

803 Ahlsohwede, Ben

804 Ahlschwede, Ben

805 Buckley & Jones

806 Buckley & Jones

807 Buckley & Jones

806 Clark, Compton &
Wilson

809 Devine, James

810 George, Goetz &
Mason et al

811 Greer, C. C. &
Gibbs, E. P.

812 Gross, Harbert et a].

813 Gross, Herbert at al

814 Gross, Herbert at a].

815 Hanna & Gray

Stud Lessons on Documents of Freedas,
Chicago: Follett, 1

S`tu Lessons in Our Nation ,8 cry,
Chicago: Follett,

for Our Countr Chicago:
Follett, 1

Wits...inTheCiorld Chicago:
Fo ett, 1
Five Friends at School New York:
Holt, Rinehart & ston, 1966.

Holt Urban Social Studies New York:
Ho t, Rinehart & s on, 1966.

William An Revlon New York:
Holt, R:Lifehait&Winiton, 1966.

America's Frontier, Chicago, Illinois:
Lyons & Carnahan, 1965.

Our World Toda New York: Noble &
Noble, 1

Lands and N Les of
Boston, Massachusetts: Ginn & Co.,
1965.

Your Home & You. Boston, Massachusetts:
Allyn & Bacon, Inc., 1966.

Tholoring AmericalnlieVibors, Chicago:
Follett,

mooring Regions Near and Far,
Chicago: Follett, 19G.

Loring the New World,,
Chicago: Follett, 1,9.634,

AtiSc1.02. Glenview, Illinois:
Scott,Foresman & Co., 1966.
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(SOCIAL STUDIES TEXTBOOKS, oontinued)

816 Hanna, Hoyt &
Gray

817 Hawaii Department
of Education

818 Hoffman, Bowden &

Zennamer

819 Hudson, Margaret &
Weaver, Arm

820 Hunnicutt, C. W.

GraMbs, J.,

Patterson, F.
Patterson, J.
et al

821 Ja.,yness' Ruth

822 Lawrence, Randall,
Endo & &Stay

823 McCabe, Sybil Anderson

824 McIntire, Alta

825 McIntire, A. &
Hill, W.

826 Pattison & Robbins

827 Pau ley, B. G.

828 Polansky, Wann &

Warman

At Home, Living and Learning in Pint

Grade and Guidebook to accompany At

H Illinois: Foresman

and Company, 1965.

Elementary School Cuidanco in Hawaii:

Hawaii: Department of Education, 1964.

Steck4aughn Geography Series Austin,

Texas: Steck-Vaughn Company, 1965.

Plans for Laving, Palo Alto, California:

Pacemaker Books, Fearon Publishing

Inc., 1965.

ginger Social StudiesAgies, Singer Co.,

179-6-3.

Yo-Ho and Kim Series, Lawrence Press, 1965.

Negro American Heritage, Century School

Book Press, 0667"

How Schools Aid Democrac Chicago:

Benefic Press, 19 4.

Workingjoether, Chicago: Follett,

1965.

Follett Social Studies!, Chicago, Illinois:

Follett Publishing Co., 1965.

Going Chicago: Rand McNally

't Co., 19

Bu_ ildin for Tomorrows Boston: Allyn

& Bacon Inc., 19

The Its Peo le

Boston: Allyn &Bacon, Inc., 19
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(SOCIAL STUDIES TEXTBOOKS, contimed)

829 Presno, V.

830 Preen°, V.

831 Preston, Nichols &
War le

832 Rees, Etta

833 Tersh, Seymour

8314 Thomas, Richard

835 Ver Stegg, Burnett &
Hagaman et al

836 Voight, Ni la

837 Wenn & Sheehy

838 Wann, Wenn &
Sheehy

839 Wann, Wreelad &
Conklin

840 Wilder, H. B.,
Ludlum, R. P. &
Brown, FL, M.

841 Bremer, Long &
Cooke

bale ActloaLong Island,
New Yorks Brentwood Public Schools, 1965.

People and Their Social ActiL ..,ns Long
Island, New York: Brentwood Public

Schools, 1965.

Heath Social Studies Series, Boston:
D. C. Heath, 10614.

TransPEkttion ixt TodaztaWo.

Minnesota: Creative Educational
Society, Inc., 1965.

The Slim o' McCormick, }fathers,

37965;

The3g.
StoruLFrance, McCormick, Mathers,

Basic Social Studies Serail, New York:

Harper & Row, 1-0647'

Da World Around Us (Series), Lawrenoe
Pres1753.

Curious Chests, Boston: Allyn &
& Bacon, Inc., 1965.

Learnin About Our Nei hbors Boston:
Allyn & Bacon, cos,'

1.12111t Our CourLtu Boston:

Allyn & Bacon, Inc., 1965.

This Is Americals amp Boston,
Massachusetts: Houghton Mifflin

Company, 1966.

00. SPELLING

Skills, in Spelling Kansas: Mc Cormick,

Ma thers Publishing Company, 19614.
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842 Crotti & Cravitz

843 Gifford, Margaret

844 Hanna & Hanna

845 Hildreth & La Cootie

846 HOisclaw, Cora et al

847 Horrocks, E. N.
Evans, E. M. &
Steiger, R. C.

848 O'Donnell, Townes &

Brown

849 Plunkett & Peck

850 Smith, W. &
Moore, Jo V

851 Anderson, Dan W.

852 Boone & Spache

853 Noble & Noble

(SPELLING, continued)

Techni twalor the Teaching ..,,42....sonin

TMaterial obtained in Form G Questionnaire)*

Learns the Letters Doyle Printing
Co., 341

First Steps S tiller for Be torso!'

Houghton Mifflin Company, 1 3.

D....jidilienine Syracuse, New York:

Singer Company, 1964.

Spelling sting Chicago:

Follett Publishing Company,1965..

againa, Boston, Massachusetts: Ginn

& Company, 1965.

ELqes/11214: Bada..&.sas, New York:

Harper & Row Publishing Co.s 1965.

Laearsaorkbook, Educators
Publishing Service, 1960.

"Size of Step and Achievement in

Programmed Spelling," taysInagial
leads) Vol. 10, 1962, Pp. 287;294.

P. WRITING

"Handwriting Research: Style and

Practice," Eeme,nt,: raygl.ish
Vol. XXXXII, Jar%ary, 19 5, Pp.115-

125.

Wrap dements,Northport, Alabama:
American Southern Publishing Company,

1964,

Better Handwrianglorlyanal, New
York: Noble & Noble Publiehing,Inc.,

1965.

* Form G is a questionnaire constructed by the Project Staff

to obtain specific information relat'.ng to on-going projects.
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851i Peterson, P. 0.

855 Poore, Mary

856 Rogers, D. C.
Ort, L. L. &
Serra, M.

857 Townsend, Rebecca

858 Yates, Elizabeth

859 Anderson, H.

(WRITING, continued)

Adventures in New York:

colonial Press itdwr Northport,
Alabama: American Southern, Colonial
Press, 1965.

Chicago: Lyons & Carnahan,
Ina., 1966

Imaginary Line ,noi:Hand Auatin,
Texas: Stioatighn Company, 1966.

Someday You'll ItIrLpts New York:
E. P. Dutton & Co., Inc., 1962.

II. CREATIVITY

860 Covington, Crutchfield &
Davies

861 Cunningham &
Torrance

862 Dunlap, James

863 Myers, R. E. &
Torrance, E. P.

864 Myers, R. E. &
Torrance, E..P.

865 Myers, R. E. &
Torrance, E. P.

Creativity and It's Cultivation, New York:
Harper & Brother, 1959, Pp. 132-136.

°Productive Thinking Programs° Educational
Innovation, California, 1966

19
Imo Boston: Ginn & Company

Logical

lallaIWELaillata=UWEL:MJI
Program, School District of University
City, Missouri, 1966.

Can You Imagine, Ginn & Company, 1965.

Invitations to eakin:A.andWft:.
greativelb

Imitationstohinki&Doin
Ginn & Co., 19
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866 Northway, M. L. &
Rooks, M. M.

867 Rugg, Harold

868 Rued:, Denny &
Ives

"Creativity and Sociometric Status

in Children," Sociometry and the

Science of Men.

n,.....E.atiorz....A.L.LnInilmaiuirnto the

Sources and Conditions That Stimulate

Creativity, New York: Harper & Row,

1973.

"Fostering Creativity in Sixth Grade,"

Elementar School journal February,

1

869 Torrance, E. Paul 4221191112REAJIMAtatilal
Elementar School The New World

rouv6ation, 7 Riverside Drive,

New York, New York, 1965.

870 Torrance, E. Paul (Ed) GuidasCreative Talent, Englewood

Cliffs, Now Jerseys Prentice -Hall,

Inc., 1962, also in National Society

for the Study of Education, Theories

.........lacofLearnirlInattuctionr637cr'
Yearbook, Chicago: University of

Chicago Press, 1964.

871 Torrance &
Cupta

"Development and Evaluation of Recorded

Programmed Experiences in Creative

Thinking in the lith Grade," NDEA Title

III, Project 880, Mt. Kisco, New York:

Bedford Public Schools, 1966.



III. PROGRAMMED INSTRUCTION

872 Eileen, D. et al

873 Fin% James D.

874 Garner, W. L.

875 Gibney, Arthur J.

876 Glaser, Robert

877 Goldstein, Leo S. &
Gotkin, Lasser G.

878 Gotkin, L. G.

879 Gotkin, L. G. &
Goldstein,- T. S.

880 Gray, Genevieve

"Programed Tutoring," Reading Research

parterly, 1, No. 1, 19 41

"Instructional Technology," Bulletin of

the National Association of Seconder

at20.11101, Vol. 7, NO, 3,
11pp, 99-9.

waramluedusasso Center for Applied

Research in Education, Inc., 1966.

Prqposal for Expanding the Use of a Tape

TeachilieltaTELAMEVISZETL
West Hartford, Connecticut, November,

1965.

Teachiudlechines and Programed Learning,

Data and Department of

Audiovisual Instruction, National

Education Association of the United

States, Library of Congress Card

No. 60-15721, 1965.

"A Review of Research: Teaching Machines

vs Programed Textbooks as Presentation

Modes'," Journal of Programed Instruction,

1, No. 171-g62, Pp. 29-3J.

"The Machine and The Child," A. V.

Communication Review Vol. 14, No. 2,

1966.

"Programed Instruction for the Younger

Learner: A Comparison of Two

Presentation Modes in Two Environments,"

New York: Center for Programmed

Instruction, Inc., January,. 1962.

"Educational Technology and the

Individual Student," Phi Delta Ka an

Vol. 46, September, 1 Pp.



(III. PROGRAMED INSTRUCTION, continued)

881 Hively, Wells

882 Kalin$ R.

883 Krumboltz, John D.

88L Lumsdaine$ A. A.

885 Martin, J. Henry

886 McNeil, John D.

887 School Management

"An Exploratory Investigation of an

Apparatus for Studying and Teaching
Visual Discrimination, Using Preschool
Children," Teghlayachines and
PajzNL....tomilLevpijIELA Source Boot,

by Lumadaine and Department

of A. V. Instruction, NBA, 1960.

"Development and Evaluation of a
Programed Text for Intellectually
Superior Fifth and Sixth Grade
Pupils," Florida State, 1961
(Doctoral Dissertation Abstract).

"Xhe Nature and Importance of the
Required Response in Programed
Instruction," American Educational
Research journigITRUiggr, 19a,
Pp. 203-209.

"Educational Technology, Programed
Learning, and Instructional Science,"
in National Society for the Study of

Education, Theories of learning and
Instruction. Year oo t, Fart
Chicago: University of Chicago Press,

1961s, Pp. 371.401.

Freepert pelt o Schools Experiment on
Eal..111.2acling Using The Edison

Responsive Environment Instrument,

New York, 9 Materia obtained in

Form G Questionnaire)*

"Programed Instruction as a Research

Tool in Reading: an Annotated Cases"

Journal of Fro amed Instruction 1

Noe 1, 19 2, Pp. 37 2.

"Four Ways You Can Use Teaching Machines,"

School Msagemen_t December, 1965.

* Form 0 is a questionnaire constructed by the Project Staff

to obtain specific information relating to on-going projects.
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888 Smith, Wendell I. &

Moore, J. William

889 Stolurow, L. M.

890 University of
California

(III. PROGRAMMED INSTRUCTION, continued)

"Size of Step and Cueing," psychtkolgal

Mats, 10, 1962, Pp. 287-294.

Teachinaatchant, U. S. O. E. -
3010 Cooperative Research Monograph

#6, 1961.WrovenlizationofPropmed
Learning in sqoauam211224,
Los Angels,'Clinia: School of

Education. (Material obtained in Form

G Questionnaire)*

* Form G is a questionnaire constructed by the Project Staff

to obtain specific information relating to on-going projects.
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891 Bair, George

892 Bruno, Louie

893 Faris, Gene,
Moldstad, John &

Frye, Harvey

894 Hayman & Johnson

895 Himmelweitl H. T.,
Oppenheim, A0 N.
;Pines, P.

896 Hopkins & Lefever

897 Macooby, E. E.

898 MacLennan, Donald W.,&
Reid, J. Christopher

(compilers)

IV. TELEVISION

A Guide to Instructional Television,

fraVerMIM-Iamon,r6S
Circuit Television: The South

Carolina Programs" New York: McGraw -

Hill Book Company, 19614.

Educational T. V. in Washington,

Olympias Washington: State

Superintendent of Public Instruction.

110411BEAktioarnint...Y.EftEETEEDIL
A tiLyontheLocz.Prep.artionof
Visual Instructional
Washington, D. C.: U.S. Department

of Health, Education and Welfare,

Office of Education, Circular No.

718, Government Printing Office,

1963, Pp. 148.

"Research on the Context of Instructional

Televisionsu School Life, 45: 8-111

April, 1963.

Television and the Child New York,

London, Ontario: Pub shed for the

Nuffield Foundation, Oxford University

Press, 1958.

"Cooperative learning and Retention

of Conventional and Instructional T. V.

Methods.," A. V. Communication Review

Vol. 13, Nos 1, Spring, 19

"Television: Its Impact on School

Children," Public Opinion Quarterly,

15, 1951, Pp. 421-44a

Abstracts of Research on Instructional

Te. e sion a

Bib oy a. a or p . ornia :

Au orized by the U. S. Government

under Title VII, Part B of the

National Defense Education Act of

1958, Institute for Communicating

Research, Stanford University,

Vol. 1 & 2, April, 1964.
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899 Nhyersano Paul

900 Niles, David M. Dry,

901 Missouri School
District

902 Moore, George

903 Murray, Robert

904 Schram et al

905 Shanks, Robert

(IV. TELEVISION, continued)

"The State of lastructional Television
(I.T.V.)o" New Canaan, Conneotzcut,

1965.

"An Institute for the Preparation of
acemplary Television Lessons,"
Hagerstown, Maryland. (Material obtained
in Form a Questionnaire)*

Educational Television in the Kansas

Cit Missouri School District March,

19

"Collaborative Learning Media Package,"

Wellesley, Massachusetts: Wellesley
Public Schools, 1966. (Material obtained

in Form G Questionnaire)*

"The Schnectady Approach: Using the

Educational Station," A Guide to

Instructional Television, New larks

Robert Diamond, McGraw-Hill Book Co., 1964.

The Context of Instructional Televisian-
Summar Re ort of Research Findin

Denver Pub c Schools4nd
Stanford University.

"The Anaheim Approach to Closed Circuit
Television," A Guide to Instructional
Television New York: Rmbert Diamond,
McGraw Book Co., 1964.

* Form G is a questionnaire constructed by the Project Staff

to obtain specific information relating to on-going projects.



V. CURRICULUM - GENERAL

906 Alvares, Robert

907 Allport, Gordon, W.

908 American Educational
Research
Association

909 American Educational
Research
Association

910 Association for
Supervision &
Curriculum Development

InterdisoilaSolvin-
plemeryapproach to Learning and

agla22102112MLINAIWant of
Various Levels of Co itive S11122,a,

San Jose, California. Material

obtained in Form G Questionnaire)*

T12210211.9.2111121.22191, Reading,
Massachusetts: Addison Wesley

Publishing Company, Inc., 1954.

"Curriculum Planning and Development,"

Review of Educational Research, Vol.

XXXVI, No. 3, June, 19

"Educational Programs: Adolescence,"

Review of Educational Research "

Vol. XXXVI, No. October, 1966.

Curriculum Materials, Washington, D. C.:

The Association Department of the

Ndtional Education AssociatIon4 1965,

P.91

911 Barlow, Melvin L. "Curriculum Development and the Improvement

of Instruction," Bulletin of the

National Association of Seconder

School Princ139, 12 32, gays

in.
912 Beauchamp, George A. inftglIMLAM:IIMIJIL12022921IME120111

BostoXlifidSaiion$196/4.

913 Burwell, G. L. & "Perceptual Research and Methods,"

Judd Scientific Monthly, 64, 1947, Pp. 521 -

2

914 Carter, C. Douglas "The Challenge," A Program for Gifted

Children in the 4th and 5th Grades,

North Carolina: Guidance Clinic,

Western Carolina College, 1965.

* Form G is a questionnaire constructed by the Project Staff

to obtain specific information relating to on-going projecto.
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(V. CURRICULUM GENERAL, continued)

915 Dunlap, James

916 Durrell & Palos

917 Essexville Hampton
Public Schools

918 Faris & Molstad

9,9 Finals, Lydia B.

no Ford, G. W. &
Pugno, L.

921 Gallagher, James J.

922 Gage, N. L. (Ed.)

923 Glaser, Robert

(Ed.)

"Developmental Differences Among
Kindergarten Children," A Study of results

on the Froatig Developmental Test of

Visual Perception, School District of

Univeristy City, Missouri, 1966.

"Pupil Study Teams in Readinc," 1956

(Interpretation).

"System Objectives," Michigan, 1966.

"Improving the Learning Environment,"
Washington* D. Co: U. S. Department

of Health* Education and Welfare, 1963.

Ear...11U1,.iildhood Education Richmond*

Virginia: Riohmond tux! Schools,

1966. (Material obtained in Form

G Questionnaire).*

Structure of the

Curriculum, Chicago: Rand McNally

& Company, 1964.

A Re ort on a Conference of Research

on Gifted Children *Washington, D.C.:

U. S. Department of Health, Education

end Welfare, USOE, Cooperative Research

Branch, 1963, also in National Society

for Study of Education, Theories of

Learning and
Yearbook, Chicago: University of

Chicago Press, 1964.

Handbook of Research an Teac

Chicago: a &Company,

1503, Chapter 16.

The New Peda o Pittsburgh,

RE5Vania: arning Research &

Development Center, University of

Pittsburgh, 1965.

* Form G is a questionnaire constructed by the Project Staff

to obtain specific information relating to on-going projects.
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(/o CURRICULUM- GENERAL, continued)

924 Hausman, Duval, "A Responsive Environment for Learning,

Greeson & Unruh Kindergarten Through Primary Two,
Missouri: School District of University
City, 1966.

925 Heath, Robert W. (Ed.) New Curricula New York: Harper & Row,

926 Herlihy, John

927 Hogan, Robert F.

928 Hunt, J. MoV.

929 Keneally, K. G.

930 Knox, Grace

19

"Cooperative Project for Curriculum

Development," "Vectors of Educational
Change," A Second Year Report, 1965-66.

"English," in Glenys G. Unruh (Ed.),

New Curriculum Developments,E9J
Washington, D.C.: Association for

Supervision and Curriculum

Development, a Department of the

National Education Association,

1965, Pp. 16-27.

Intel.li ence and Experience, New York:

Ronald Press, 19 1, also in National

Society for the Study of Education,

Theories of Isarnplg and Instrustion,

63rd Yearbook, C:aicago: University

of Chicago Press, 1964.

"A Study of the Relative Order of

Difficulty of Several Types of Study

Skills," Boston, Massachusetts:

Master s Thesis, Boston University,

19314, also in N. L. Gags (F4.),

Handbook of Research on Ti.seacial,

Chicago: Rand McNally & Company,

1963.

"Self - directed Study," West Hartford,

Connecticut: Bigbee School, West

Hartford, Connecticut, 1966. (Material

obtained in Form G Questionnaire)*

* Form G is a questionnaire constructed by the Project Staff

to obtain specific information relating to on-going projects.

B-97



( V. CURRICULUM - GENERAL, continued)

931 Lindvall, O. M. &

Bolvin, John

932 Macdonald, James B. &

Raths, James D.

933 McNeil, John D. &
Keislar, Evan R.

934 Niel, Alice

935 Minnetonka Public
School District

936 Missouri, University
City Public Schools

937 Missouri, University
City Public Sohools

938 Morrison, Philip

939 Norwalk Public Schools

The Pro eat for Ind3.viduall Prescribed

Initrie.jtinjmi-IittatTurgh,Pfinnsylvania:
fearning Research & Development Center,

University of Pittsburgh, 1966.

"Curriculum Research: Problems,

Techniques, and Prospects," Review

of Educational Researoit 33,

June, 1 3, Pp. 332-29.

"Questions versus Statements as Stimuli

to Children's Leirning,,, AV Communication

illzieD 10, No. 2, 1962,71).TRE1=---

"Reassessment of the Curriculum-4hp,

in Dwayen Huebner (Ed.)A R Asses mat

of the Curriculum, New York: Bureau

of Nblications, Teachers College,

Columbia University, 1964, Pp. 9-23.

',Exemplary Demonstration Project in

the Use of The Videotape Recorder for

Improving Instructions', Minnetonka

Public School District #276, O.E.

No. 66-374, 1966. (Material obtained

in Form G Questionnaire)*

Thumaltof New Ideas in Education Volans

Missouri: School strict o niversity

City, 1965.

Aeseadment Pereana lized

orazegubse ue Intellattualt

nt o PELec er atm and

AndergartmAildreq) Missourls School

District of University City, 1966.

'The Curricular Triangle and It's StYlesn

Curriculum Imprament and Innovations.

A.......1221Patneshiofpudents Sohoo

Teachers', and Research sokum
Bentley, Inc., 1-0657'

",Behavioral Outcomes Project,"

Jorwaik, Connecticut, 1963-64.

* Form 0 is a questionnaire constructed by the Project Staff to

obtain specific information relating to on-going projects*
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(V. CURRICULUM-03ENERAIq continued)

940 Pasadena City
Schools

9141 American Educational
Research Association

942 American Educational
Research Association

943 American Educational
Research Association

944 Ammons, Margaret &
Gilchrist, Robert S.

945 Bruner, Jerome (Ed.)

946 Frazier, Alexander (Ed.)

947 Heathoote School

948 Passowt A. Harry (Ed.)

949 Ronda, L.

Planned Acceleration of
Sci=X1....23,113 Pasadena, California:
Department of Research, 1965.

Review of Elucaticaal.
Washington, D.C.: American Educational
Association, Vole. XXXVI, No. 1,
February, 1966.

Review of Educational Researcisks
Washington, D.C.: American Educational
Association, Vol. XXXVI, No. 3,
June, 1966.

Review of Educational Researchist
Washington,D.O.: American Educational

Association, Vol. XXXVI, No. 5,
December, 1966.

Assessing
Washington,D.C.: Association for

Supervision and Curriculum Development,
1965.

Learning AbotrLearning: a conference
'report, Washington, D.C.: U.3.

Department of Health, Education and
Welfare, 1966.

1.1529121L2TallisILIEkallt.Washingtons
D.C.: Association for Supervidon and
Curriculum Development, NEA, 1960.

Childrenas Think in Scarsdale, New
Yoe : Scarsdale Public Schools,
April, 1963.

NaturingIndividual Potential,
Washington, D.C.: Association for

Supervision and Curriculum Development,
NEA, 1964.

"Academically Talent Program," Racine,

Wisconsin: Jerstad-Ogerholm School.

(Material obtained in Form G questionnaire)*

* Form G iS a questionnaire constructed by the Project Staff
to obtain specific information relating to on-going projects.
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(V. CURRICULUM-GENERAL, continued)

950 Taba, !Ude

951 The len, Herbert A.

952 Travers, Robert M. W.

CurricAskEgamEnt, Theory and
Practice, New York: Harcourt,

Brace & World, 1962.

"Development of Educational Methods

for Different Types of Students,"

Chicago: Department of Education,

University of Chicago, 1960
(duplicated), also in National Society

for the Study of Education, Theories

of Learning and Instruction "33rd

Yearbook, Chicago: niverai ty of

Chicago Press, 1964.

"Research and Theory Related to Audio

Visual Information Transmission,"

Washington: U. S. Department of Health,

Educatic., and Welfare, July, 1964.

953 Tyker, Ralph, W. "New Dimensions in Curriculum

Development," Phi Delta Kama,
Vol. XLVIII, No.-I, SeptedW,-
1966, Pp. 25.28.

954 Unruh, Glenys C. (Bd.) New Curriculum Development2,
Washington, D.C.:Report of the

Commission on Current Curriculum

Developments, Association for

Supervision and Curriculum
Development, a Department of the

National Education Association,

1965, Pp. 106.

Human Variability Learning,

Washington, D.C.: Association for

Supervision and Curriculum Development,

NEA, 1961.

956 Waetjen, Walter B. (Ed.) New Dimensions in Learning: A

Itjakkg221012NEEPIE, Papers

and Reports tom The Sixth Curriculum

Research Institute, Washington, D.C.:

Association for Supervision and
Curriculum Development, NEA9 1962.

955 Waetjen, Walter B. (Ed.)
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957 Wiles, Kimball
(Chairman)

(V CURRICULUM-GENERAL, continued)

Strata for CurricultChange,
New leans, Louisiannas Papers from
the A S C D Seminar on Strategy for
Curriculum Change, Washington, D.C.:
Association for Supervision and
Curriculu. Development, January,
1965.
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BIBL.TOGRAPHr: ADDENDUM

SCW)OL ORGANIZATION

958 Baskin, Samuel

959 Borg, Walter

960 Durrell, Donald D.

961 Eash, M. J.

962 Finley, Carmen J. &
Thompson, Jack M.

963 Ginther, P.

9614 Goldberg, Miriam L.,
Passau, A. Harry &
Juetman, Joseph

965 Kierstead, Rdginald

966 Kramer, Leonard

"Experiment in Independent Study,"

Journal ofN.serixaeirralEducatio....,n,

31, Deceibif$71964P0:183;185.

"Ability Grouping in Public Schools, A

Field Study," ......vArz.....Jouznalimental

Education, 34, Winter, 1

"Implementing and Evaluating Pupil Team
Learning Plans," Journal of Educational

aglasgb 34, Apis3=MITIFI.W.7%.

"Groupings What Have We Learned ?"

Educational Leadersbi 18, 1961,

5729- 3 t.

"A Comparison of Achievement of Multi-

Graded Rural Elementary Children,"
Journal of Educational Research 56,

May-June, 1 3st PP

" Achievement in Sixth Grade Science

Associated with Two Instructional Roles
of Science Consultants," Journal of
Educational Research 57, September, 1963,

finBm33.

The Effects New Yorks

Veticherii-Colluiiibia University,
1966.

"A Comparison of Two Methods of Organization
for the Teaching of Reading," Journal of

Educational Research 56, February,

Pp. 317-321.

&feats of Team Teao Pu ii Use of
Scientific Method Plainview; Not Yorks

Central School District No. 14, August, 1966.
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967 Jackson, Joseph

968 Payne, Arlene

"Analysis of a Team Teaching and a Self-

Contained Classroom Experiment its Grades

Five and Six," Journal of erimental

Egucatics 32, Summer, 19 $ Pp. 317-331.

"Achievement in Sixth Grade Science

Associated with Two Instructional Roles

of Science Consultants," Journal of

Educational ReseeTch* 57, March, 19614,

5750:554/

969 Soobey, Mary - Margaret "Developing and Using Classroom Groups,

"Educational Leadership, 21, No. 3,

December Pp. 152-155.

970 Travers, Robert M. W. & "Efficiency in Rote Learning Under Four

Myers' Kent, E. Learning Conditions," Journal of Educational

Research, 60, September, 1965;75; 10-12.

971 Watson, Goodwin B. What Psychology Can We Trust? New York:

Bureau om Publications, Teachers College,

Columbia 'University, 1961.

SCIMOL ADMINISTRATION

972 Bidwell, Charles E. "The School as an Formal Organization,"

in March, James G., (Ed.) Handbook of

AdministraltionanAganaglailtemj
Chicago: Rand, McNally and Company, 1965.

973 Campbell, Roald F. "Application of Administrative Concepts

to the Elementary Principalship$11

National Elementary Princi al* 44,
April, 1 A Pp. 21-27.

974 Clays, Cliftor "Lola Gets What Lola Wants from Supervision,"

Journal of Educational Research, 56,

975 Cooper, Bernice "An Analysis of the Quality, of the Behaviors

of Principals as Observed and Reported in

Six Critical Incident Studies," Journal of

Educational Research, 56, Apri1,71W--"--
Pp. 410-414.

B-103



976 Featherstone, Richard "Selection and On -the -Job Preparation of

Elementary School Principals in Ohio
Cities," Columbus, Ohio: Ohio State

University, 19514 (Doctoral Dissertation).

97? Greig, James & "Cooperative Administration," National

Lee, Robert Elementary Principal, 44, January, 1335,

5771:76.

978 Lipham, James M.

979 Kemp, C. Gratton

980 Miller, Van

981 Rose, Gale W.

"The Role of the Principal, Search and
Research," National
April, 1965, Pp. 29-33.

"A Comparative Study of the Needs S'muctures

of Administrators, Teachers and Counselors,"
Journal of Educational Research, 57, April,

137617757W:427.

Common and Socialized Learnings ls
Eduolainistrators Columbus, Ohio:
The University Council for Educational

Administration, 1964.

"The Effects of Administrative Evaluations"
National Elementary Princi al 44,
January, 19 , Pp. 71-7be

982 Wien, Norman & "Analysis and Investigation of Teaching

Travers, Robert II. W. Methods" in N. L. Gage (3 n) Handbook

of Research on Teaching, Chicago, Rand
McNally and Company, 1963, Pp. 448-555.

TEACHER CHARACTERISTICS AND ROLE FUNCTIONS

983 Bane, E. I. The Lecture in piollesloMi, Boston:
Badger Publishing Co., 1931.

984 Christensen, OQ M. "Relationships Between Pupil Achievement,

Pupil Affect-Need, Teacher Warmth, and
Teacher Permissiveness," Journal f
gducational Ps cholo 51, June, 1960,

Pp. 1.9 -17.



985 Dawson, N. D.

986 Eglash, A.

98? Flanders, Ned A.

988 Henderson, K. B.

989 Drab, B. Y.

990 Kohn, N.

"Lecture vs. Problem-Solving in
Teaching Elementary Social Sciences,"

Science Education 40, 1956, Pp. 395-14014.

"A Group Discussion Method of
Teaching Psychology," Journal of

Educational P oholo 74571g;
Pp. 2 7 2 7.

"A Person-Social Anxiety as a.

Factor in Experimental Learning
Sibuations," Journal of Educational

Epsearo.

Pp. 100410.

"The Teaching of Critical Thinking,"

EhilgtRIE226 39, 1958,

"The Adequacy of "Meaning" as an

Explanation for the Superiority of

Learning by Independent Discovery,"

troucz38ialofFAucatioalPscholoz,
9, 19 $ Pp. 2 2-292.

"Analysis of Two Kindergarten

Settings, Research Division, Bank

Street College of Education, in

A* Be llack, Thilozwr and Research

in Teaching, New York: Bureau

of Publications, Teachers College,

Columbia University, 1963.
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991 National Society TheDmarliAgL141222t1Pnal Groups,

for the Study of 59.threabfonal Society
Education for the Study of Education, Part II,

Chicago: University of Chicago Press,

1960.

992 National Society Theories of LearniAn_and Instruction

for the Study of 63147farrbool arthe Vat ono Society

Education for the Study of Education, Chicago:

University of Chicago Press, 1964.

993 Olson, W. O. Child (Second Edition),
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